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~ Foreword " &
L
“Innovation and Change in American Education =~ - ¥ .
- Kensington Revisited: A 15 Year Follow=Up of .- L R
: An_Tnnovative School and Its Faculty / ‘ R
(Smith, Dwyer, K]eine, Prunty) .
.’- < . ; .
Th1s research is. about innovation. and change in Amer1can edu- - * .

cation. It began as Kensington Rev1s1ted A 15 year follow=-up of

an innovat1ve school and its facu]ty,'ProJect G78-0074, supported by

;

the Nat1ona1 Inst1tute of Educat1on. As.in most of our case~study'
research the 1n1t1a1 problem was buffeted about by the rea11ty of
sett1ngs, events, and peop]e as captured by our several modes of
1nqu1ry--part1c1pant observat1on, 1ntens1ve open ended 1nterv1ews, ;5 t
-and the cO]]ection and'analysisnof multiple documents. The sett1ng ‘
was Kens1ngton, an e]ementary schoo] bu1]t fifteen years ago as a

prototyp1ca1 1nnovat1ve bu11d1ng with open space, laboratory suites .

'1nstead of c]assrooms, a percept1on core 1nstead of a libra

, nerve center for the latest 1n techno]og1ca1 educat1on equ1p nt . _The
people were the ser1es of adm1n1strators, teachers, pupils, and parents
who worked in, attended, or sent the1r ch1}dren to the schoo]. Three_k
principals have ~come and gone the fourth 1s in h1s f1rst year.. Three
| cadres of facu1ty have staffed the. schoo] The events were the act1- "

v1t1es of those people as- th%y bu11t and transformed the schoo] over

the years. This 'story we found and we. constrUCted as part of a larger
sett1ng, the M11ford Sc oo] D1str1ct wh1ch had 1ts own story, actors,_

and events and wh1ch prov1ded an 1mportant context for Kens1ngton.
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In the course of the search for the maJor theme about Whﬁch 'frf;

§ our deve]op1ng 1deas4and data- cou]d be 1ntegrated 4"Innovat1on,and

4

[

*is c0mposed of a half dozen sub themes, eachﬁgf wb::? makes up a
'kseparate volume in the repdrt. Nh11e we be11eve t tota}1ty of the

.study ha‘j1ts ownfk1nd of 1ntegr1ty and that each voﬂume extends %he

\ .

mean1ngs of the. others, we have wr1tten each aq a "stand a]one“ p1'ce.

‘i)\ AN

:‘-

1cu1ar subset of. our data, and each conta1ns 1mportant descr1pt1ve ‘,
&

o narrat1ves, substant1ve ggounded 1nterpretat1ons and genera11zat1ons

Soene T o
Th1s foreword wh1ch appears yn each vo]ume, is 1ntended, in a few

|
sentences, to keep, the tota11ty and each of the p1eces in. the fore-

o —

’ o S 4 .
front of the reader S consc1ousness. ‘ . L, : \

{. //f L 4.':, ' R )
N / ) . ‘ l; . K . . E St -
) I Co S i‘-\ ? . L. - . .}- : i
Volume I Chronicling the Milford Schoo]'Distrig%:' An Historical.
TR Context of the-Kensfngton Schosol S
| P > \
Kens1ngton . f1fteen year ex1stence 1s but one sma]l segment of

M11ford S s1xty-f1ve years of recorded h1story and one: schoo1 1n a’
d1str1ct wgth a dozen other schoo]s. -The’ super1ntendent who built
.. the school 1s JUSt one of f1ve 1nd1v1duals who have held the post. .
“ As we have to]d the story, we have ra1sed genera11zat1ons regard1ng

1nnovat1on and change, and we have presaged themes of po11cy, of’1oca1
[3 v
state and nat1ona1 1nf1uences on the schoo}, of organ1zat1ona1 struc-

v

ture and process, and curr1cu1um and teach1ng. The key documents

i

ct1ve were the off1ca1 school board m1nutes.-.

in deve]op1ng the pers

<

Newsletters to patrons, newspaper accounts, other records, and

f1nterv1ews, formal and 1nforma1, supplemented the basic documents.

oo Change in Amer1can Educat16n," became the gu1dTng thes1s. That theme

7Tha ﬁ1s, we bebaeve eacp speaks to an 1mportant doma1n of Innovat1o \

3
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Volume-II; Milf¥rd: The pchbol "District as Contemporary Context

‘ . ,' Lo :-\‘, . ‘..:‘ ot i/% LT \'k ‘ :"“‘ " . , - . C

' ?tt'_ﬁ d‘ fIn a funda‘ ta] sense, Volume IJ‘is a continuation,’a final

:.?:} . chagter as ut were -~ to the historncal context of the Mi]ford Schooi

’

-~

o ;f Diswrict. It 1s a long chapter, however, for:' the central actors and“
}w,;--bhfi eventskwhich immediately and. direct]y shaped the Ken51ngton §c§po1 §
;45; '_]-{J are 1n'p1ace“%Just as the school\is 1n p]ace.' The' ebb and f]ow of -
{;.?'“fgt“l the district, in 1tsarecent history,)is brought to a particular focus,.t}_'

Y

. ,ﬂ:t one- that w111 111um1nate the events and themes that appﬁar 1n the

Ne
4“( de e]opment and change in the Ken51ngton School over its fifteeﬁ

istory-and in its currenm status. The board of educataon the

/ o

~

sh1ps 1ead toward “a governance and organizat}onal perspective on

. \/&.
1nnovation and change." Board minutes remain the centra] core of

, the data with increasing amountS»ofqlgformation from public documents.

v ,' (e. g., newpapers), 1nterv1ews w1th centra] actors, and\observation

. .
A . !

of Reetings. ) f o /7

b .
1l

. . ’ ) . .‘ ' ' ] . ya -~ _
. Volume III Innovatidn /And Change at Kensington: Annals offa ~,. =
) Community and School : f- ,

[

S ‘ 5 o _ v | | L
After Carefully examining the historical context of the Milford .

Schoo] District,. our focus shifts to 1nnovation and change at the i

Ken51ngtonchhool Our search for an exp]anation of the profound

changes that have taien place in a once innovative scho 1, has pushed "

" . us back in time and'obliged'us,to”cOnsider such wider_toRics as demo-
graphy, neighborhoods, and po]itical jurisdiction.. Volume 11I begins -
by trac1ng origins and deve]opment of a community that became part of

-of the Mi]ford Schoo] district. 1n 1949 and a neighborhood that began

superintendency, the centra] office staff and their 1nterre1ation- o .



b send1ng its ch11dren to Kensington Schoo] in 1964 .With the opening
'

. . of. Kens1ngton “the anna]s of the commun1ty are joined by 'a history of

‘the‘school. As we deyelop the stories of Kens1ngt0h and its neighbor-

o

. ~ hood_in tandem; we begin to.tell of the interdependency of school and
.- 'communjty and\to further our understanding of innovation and change

o ~ in schooling in contemporary American Society.

v

¢

3
: Volume IV ’kens1ngton deay. Sailing Stormy Stra1ts, a View of.
Education Po]1cy in Act1on B o ‘ =
1 ~ An ethnograph1c account of the schoo] today with part1cu1ar

reference to educat1ona1 po]1cy in act1on at the day to day school
',‘: 1eve1uts-presented here. The maJor metaphor is a ,ship sailing through
_ q?_i; Jstormy strajts oh'e perilous journey dur1ng.the 1919-80 school .year.
iStaff and students produce vivid scenes reflecting issues in racial-
h1ntegrat1on, spet1a1 educat1on, discipline, and 1nstruct1on in the
bas tc subjects. Policy analysis seems analogous .to the fine art of |
n'avigation". <~ o |

g

Vo]ume,“h Educational Innovators Then and Now

:fCrucfai to any education enterprise areﬁthe ﬁeop1e4;ho staffl'>
the schools.’ Smith'andIKeith characterized the original faculty of °
Kensington as. true be11evers. 'Infthis Vo]ume-we.sketchrlifethistdries;
.careers, ser1als of the or1g1na1 faculty based on extended open-ended

: 1nterv1ews (2-7 hours), comments by spouses, fr1ends and co]leagues,
and yar1ous:wrjt1ng--books, rqchures, reports,‘and d1ssertet1ohs, S
Patterns ahq themes -arise j:QEhe form of “secuiar”reljgion,"|“y0u do

go home again," "organizational niches and career opportunities for




éducationists;"."maintenance'of‘educationa] ideo]ogy," “continuity
and change 1n persona11ty," and "doctora] educat1on, a d1saster for .

reform or1ented pract1t1oners.“ o

'Voiume'VI‘ Case Study Research MethodoTogy The'intersect of

Participant. Observation, Historical Method, Life
History Research, and Follow=-Up Studies ,

’v-’\

, Regu]ar]y in our<dnqu1ry we' have produced "methodo]og1ca1

append1ces" to our research reports. We saw our efforts as c1ar1-

_ fy1ng the craft of research as we pract1ced 1t order1ng its evolving

nature, and cont1nuous1y attempt1ng to 1ntegrate it with other ways

of know1ng. Th1s essay continues in that traS1t1on. Spec1f1ca11y
“our mode ‘of part1c1pant observat1on now has enlarged itself by a
sybstant1a1 historical trust and.avsubstant1al Tife history or bio-
graph%ca1fthrUStf In'addit{on;'our'research is an instance of a

special methodological stance, a.fo11ow-up or retdrn to the setting.

of an'ear1ier'major study, (e.g., Middletown in Transition). 4In'this

< way it takes on a time ‘'series qua1itydWith repeated observation. In

'r doing the descript{ve~and analyticaT'pieces, Volumes I throdgh V, in

Na

reading about how-others have done similar -work, in taTking with

roppnents of .the various‘methods, we have reached for a broader syn-

thésis d? case study.reseanch hethods fn the intersection of these

.,c‘_.

severa] approaches. We see a11 th1s as an 1mportant addition to the

'methodo1og1ca1 11terature in educat1ona1 1nqu1ry.

. In summary, our reseacch is a un1que b]end of approaches to the

’

prob]ems and 1ssues of Innovat1on and Change in Amer1can Educat1on. -

“It.is grounded in the mu1t1p1e aspects of a 51ng1e school in a s1ng1eéh

schoo1 “district. As in a11 case studies the particular events have
. .o T & . . . QV, - )

‘A'.' b
e
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major mearifngs for the actors in the seffihg, bht,_also, we believe
fhat these eQents ofien capture imagés and iqeas that have relevance
foQ‘other people infother tfmes and places."Recently, Geertz'has

‘spoken of these as rience=near" and "experience-distant"

. . : s 3 .- . TN,
conceptions. ,In each form we hope to be providing mirrors for edu-

cationists to see themselves better, that is more clearly, td-be
conscious of rephrased problems, and torcreate more viable options

and a]terhatives. Our multi ydiumed report is presentéd with these

. aspirations in mind. [

a

Louis M. Smith.

N
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. ,jn 1971 we pub11shed a 1ong monograph ent1t1ed Anatomy of - { o

o f“Eddcat1ona1 Innovat1on (Sm1th & Keith). " The. report presented the findings -

,of a part1cipant observat1on study Of a radJca]ly cohceﬁ%ed 'school and .

4‘-5 . chron1c1ed the=peop]e and events 1nv01ved in 1ts 1ncept1on. Fifteen
S years 1ater, we had the opportunity to return ‘to th1s s;hoo] and once

aga1n to observe and interview 1ts faculty 1n the1r da11y work TIn o2

— .. B

| add1t1on, we tracked down the originaT Kens1ngton faculty and inter- o A
.. viewed them about tHE1r lives and careers since their Kensington experi-_

L ences. . ..
P : : o

Q§;7 S Our proposal for th1s worh specified the problem in a most common - .

'f- sense way F_“What has happened to the 1nnovaggve Kensington School after

\5 years?“ Th1s sunple query@ however, leads to a:host of lingering

v

queéi:ons . ; R
TR Is the bu11ding st111 as beautiful as it was? Have the. carpets, )
] R an issue of content1on a decade -and a ha]f ago held up? , T
. } i ’ '
Have the large open space. loft areas been ma1ntained or have
- walls been built to convert -the open -instructional areas into
- moret self-conta1ned c]assroom space? o o

. i

-

Have team teach1ng and 1nd1v1dualized instruction reached
new heights and become stabiLized modes of 1nstruct1on?
~ ] .
The - or1g1na1 Kens1ng on doctr1ne was a radical man1festo for
democratic control of education. The pupil was to be in
. control of his/her learning, the‘tedcher in control of his/het
‘teaching, and the principal in control of his/her building '
vis-a-vis the district. Stated s1mp1y, what is the current
.reso]ut1on of the g‘Veengnce 1ssue? How did 1t come about0 e

-

(Excerpts from the\Research Proposal 1977)}

\Mare abstractly, Kens1ngton Rev1sited explores quest1ons of elementary
Y A s o 4_¥,;_ g';.,' o R
- N b i IO RS o o _—

S s ~
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school structu'e'and function schoo1 governance at.the building and

\

d1strict levels); the 1nterp1ay of schooTs, commun1t1es and state and

'federal educat1‘na1 organizations teach1ng and 1earning, and human -

dynamics in school organ1zat1ons. In short we are wr1t1ng a con=-

temporary “Anatomy“'of'Kensington, a study that serves as contrast

. and comparison uﬁthfthe origina1‘vo1ume,_\

Seeking re1fef"from three years of‘intensive'ffer;study'at the
schoo1 we recent]y succumbed to the ca11 of Missauri's fa]] co]ors and”

m11d temperatures, and canoed a spark]ing Ozark stream. We wished, for '

. that one day, to leave Kensington School, research, and writing behind,

s
Je

Somewhere along‘the ‘stream, however, thoughts of Kensington reemerged:

Kensington, a public elementary school in coptemporary America, swept by
p

its own environment, subject to its own hazards and snags. As our imagin-

ations‘wandered, and as we considered the 15-year-history of the school,

\

we decided that»KenSington perhaps resembled an oceangoing vessel charting -

a precarious course through a rest1ess sea. Thus cast, we bqgin Kensing-

ton Today, the story of an average e1ementary school strugg1ing to find

Y

its way through all too fami1iar prob]ems. S : )

In Chapter 1, we re1ate the current state of the ;facility and de- -
scribe a few of the act1vi&ies that character1ze the start of the schoo1
year. This f1rst g1impsewforeshadows the contrasts between the school
today and the kensington‘vTSion of yéars past.

In Chapter'z; Wg“examine Kensington's changing context the 70 B
years of po]icy conf1icts argued at nationa], state and local 1eve1;

The creation of the school amid this history was unusua1 The schoo1 s

genesis represented a un1que convergence of events 1eading to a radica1"

© iy
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educationai 1nnovation in an otHerwise conservative community. Community

i\

sentiments fed by national economic and po]1t1ta1 trends set’ the stage

for Kensington's rapid return to more traditional schooiing practices.

~

_ In contrast to the macro perspective of Chapter 2, Chapter 3 ex-

.amines the personal 1nf1uences of the school's succession of pr1nc1pals\
on the Ken51ngton program. The'individuai qualities, careers, and ambi -
* tions 'of these four men--together w1th some twists of fate--greatly
affected the Kensington story. The-differences between the first and

current pr1nc1pa1s starkly 111um1nate the di]emmas of schoo] leadership.

Ne return 1n Chapter 4 to the c]assroom and instruction. We try to

convey the attitude of the teachers, humorous and caring as they proceed

in ‘the rigors of teaching. We record the changes in student Cpmposition?
changes'that the staff of fer as exp]anations of obvious pedagogical
shifts. And we discuss the influence of state and federal igtervention
“in the school's program"a topic.of concern and debate ambndéthe faculty.
Ken51ngton has been steered on itsYcourse from innovation to tradition
by the conditions and beiiefs of its students, community, and educators.
Its movement raises perennial questions aoout the form and purpose(of
| schooling in society. | o
| In Chapter 5, we summarize the Kens1ngton ta]e by comparing the

)

organizational identity of today's school with the Kensington' of 1964.

Meaning is sought from_changes in the physical structure of the building,

in the reputation and,operating procedures of the school, in the leaders
and staff, in. the program, and in the schoo] S guiding ideology.
The Kensington saga 1s, of course, one of many accounts of p]anned

change in education. The opportunity to return to the schoo] 15 years

r
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events of Kensington's history in a frgme

after its inception, however, has allowed a niquely Eich_perspective."

In the sixth and final chapter of this dogliflent wé arrange the major

rk of longitudinal nestéd

G

] . o ¢
systems and discuss the utility of such a model for both researchers and
T

- agents of change. The chapter concludes with a discussion of educat1ona1

’

policy, 111ustrating issues in policy formulation and 1mp1ementation

with examples drawn from our study of Kensington Schoolxtoday. | ‘

\) |
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© CHAPTER 1 -
THE SCHOOL TODAY  °

\Kensingtong the“building, still stirs']ive]y debate. Scme‘df the'v
school'cwlongtimefétaff and visitors who Wa]ked the halls when'Kehsingcoh
was new: remember its heyday. They’m1ght compare 1t «in terms of our

metaphor with the Queen Elizabeth. Others more recent]y working w1th1n
' ‘Kehsington's walle micht just as Tikely conjure images of the-T1tan1c.

\

~ The building ftse]f-is'notvent%rely‘responsible for the dissatis- |

fa§£16ns current]y expressed. Mahy“of‘the changes. wrought in‘Kensﬁngton‘s4.
structure‘s1nce 1cs 1ncept1oh have drastically affected the'desigh's. l
'potential»for»efficient‘functiohing;,‘Some critics' frustrations are )
‘related to the recent back-io-basics view of pedagogy for Which Kensihg;
ton'e original structure is c]early ihapprepriate. Other critics from
outside the school sii]]_cemplain about the‘buildjng because.of the
“favorite=-son" treatment:they perceive the schoo]-enjoys;4it reﬁains the
only- building in the Milford School District with both carpet1ng and air-
conditioning. Descr1pt1ons of the original structure and of the mod1f1ca-
tions that accrued over the years_are fully chronicled elsewhere, but we
will pause for a brief tour before beginning the story. ' ’;‘

'Frdm the outside Kensington aehears worn. Its cinder b]ock
: construct1on is weathered and d1rty. "So]ar scréens," cinder’ b]ock lat-

\\\ tices to block the sun from 1arge windows in each classroom, rema1n as

part of the or1g1na1 bu11q1ng. These lattices prov1de ladders to the

roof.and are now toppaed with strands of barbed wire to discourage adven-

turous students from .undertaking the forbidden climb. (The students .




. ) ’ . \
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climb to the roof anyway;) The unp1easant ef fect of barbed uire is
punctuated by heavy meta] gr111s anti vanda1 screens, that have further |
.ob11terated the w1ndows. Broken g1ass and other: 11tter spread. over: the
"? p1a§ground add {o a grow1ng disquiet. F1na11y, we are confronted by

‘a graff1to etched 1nto the P]ex1g1as pane of KenS1ngton s front door
“This school sucks'“ ‘ ~i _ ‘aiwsf

-

“Inside, a aorr1dor leads to the ‘administrative center, once ca11ed
a "suite." Now, it Ts_s1mp1y termed "the off?ce./' In the doorwax,
gray- plastic trash/can catches'dripping‘water from'a 1eakfng and stained'
E cei1ing. S1m11ar sta1ns throughout the bu11d1ng attest to a history of
such 1eaks in the expans1ve flat roof.. The office spacé"EEECE'open and .i
. airy, is now c1uttered with portab]e cab1nets, desks and ro111ng %art1tions.
The area's hub seems to be a small cubical office constructed of temporary
materials stand1ng free of other wa]]s in the middle of the<room. It
has no e]ectrica1 or te1ephone outlets of its own, but seyera1 extension
cords taped to‘a graying carpet supply those needs. A small sign,
"?rfncipa] " hangs above.the doorway. “On one wall, a bronze plaque is
mounted in memor1a1 to a prev1ous and deceased pr1nc1pa1

~ One corner of the building houses a large rectangu]ar room thatA

serves as both gymnas1um and 1unchroom. ‘Once a covered p1ay she1ter, it
has been walled in to better mift the needs of the school and the demands -
of the c11mate. Cafeter1a tab]es hang a1ong one wall where they can be
eas11y folded down for lunch and fo1ded up for phys1ca1 educat1on classes.

The c1assrooms are uniquely arranged around the per1meter of the

rest of the building, opening outward]y and indjvidually to the school's
S S . :

>~
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. ' m
‘playground and-inwardly toward a core. The classrooms themselves are
B . . L. ’ . o . )

neither elaborate nor spectacu1ar,but'are adequate for the activities

they'houseu Their.carpeting, although worn, remains serviceable; ~

¢'it cou]d'not'be termed ‘attractive. Each room has 4ts own sink and drink-

ing founta1n. Sma]] bathrooms are d1str1butedrat po1nts'around the core, .

U;

each serv1ng severa1 rooms. Each rodm conta1ns the e]ementary school R
un1versa1s.A teacher s: desk, students’ desks,.wa]] c1ock, smakl Amer1can '

f]ag,-and cha1kboard (a green variety). 'A11 the rooms have a'c13ttered

’

}ook owing to the lack of storage’ fac111t1es des1gned into the or1g1na1
building. - The most striking feature of the classroom su1tes would not

start]e most v1s1tors unfam111ar with Kens1ngton S h1story, but others

-

wou]d be¢surpr1sed at the number of walls between the rooms. In 1965 no
R

wa11 separated any two classes. Today, concrete blocks—-or p]asterboard
and two-by four studs enclose most rooms. A few two~-room suites and
even gne three-room.su1te rema1n. Within these remnants of "the open-space:_yf

des1gn, howgver, divisions have been created with movab]e cabinets.
The core the “percept1on core“ as it once was called, around which i
the c1assrooms -are clustered, is now the resource room, Rows of Tow
' bookshelves and small tables fill its space, much as they d1d in an

- ear11er era. Stairs in one corner lead up to the teachers' 1ounge which

-maintains-the unique feature of -cutaway walls eXposing its occupants to‘j
all who work or pass be1ouu The same staircase leads downward to a
smad] room. At one time this room carried the‘1ahe1'“nerve'center“tand
housed a hub'of uires_and other materfa]s for a grahd1y conceived audio-
visual instructional program.' Current]y,_the room'is the attractive site -

. for remedial reading classes; all traces of its earlier. purpose are” gone.
s - : v .

&
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‘ some te]ev1sed educat1ona1 product1on.

The remainfng noteworthy feature is the children's theatre compOSed
of a sunken, carpeted fToor, an act1ng ‘tower, and a rear proaector v1eW1ng

screen. The act1ng tower is stuffed with unused desks and chairs. The-,
. ¥ *

special screen displays.only a ragged hole. The rear proJector room is: '

4

now a storage area for textbooks, clay molds, and a kiln. The carpeted

area frequently geats groups “of wiggling- ch11dren, de11ghted1y eye1ng

N1th th1s brief circu1t of Kensington complete we return to the

| teachers' Tounge for. the open1ng day of school.

‘ The Opening Day

The First Hello

‘The lights blink twice. It is a few.minutes'before;9:00.a,@., August .
30. With good-humored moans and groans, conversations come to an end, and
the teachers f11e out of the lounge and head for their classroons. One

teacher carr1es a br1ght1y colored satcheT over her shoquer.. Lettered

- on 1ts side in bold pr1nt is written, "The Three Rs--F1rst Recess, Second

Recess,'Third Recess." The teachers exude humor and a sense of pract1ca1
readiness to face a new group of ch11dren on the’ first day of school.

The ch11dren anxlous and expectant descend from buses and wa1t

i1 Tines on the pTayground to be admitted to the1r cTassrooms. Many

seem to be ponder1ng the comments or stor1es they have heard other
”

~children teTT about the1r new teachers. Others chatter gaily, bubb11ng

-w1th the summer 's.events. .Still others stand quietly, watch other chih—

dren -and.shyly anticipate new fr1endships.

The outer-classroom doors sw1ng open. Students and teachers come

"~ face to.face. The children, now unnaturaTJy wide-eyed and cTosemouthed,
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pr. pass single f11e into the c1assrooms. Most tind'their names'1ettered on‘
- cards or tags 1nd1cat1ng their spec1a1 p1ace--a home for the com1ng year--
. and qu1et1y s1ip 1nto the desK, Many ch11dren nervous]y.fumb}q with
their new'notebooks,'“super;hero} lunch boxes, or long, never-beforeQ X
| sharpened penciJsv' | | | \ _
Teachers scurry to seat al].the‘chi1dren and begin to. 1ist stud§nts
who will buy 1unch that day._ At-precise1y 9:00 a.m. their activity.is |
. 1nterrupted In each room, a c1rcu1ar ‘grilled speaker crack]es as 1f
| L\CIear1ng its throat and then b]ares the fam111ar strands of "Stars and
" Stripes Forever.". Everyone stands, faces a 10 by-14 inch Amer1can f]ag
.-on'wa11 o desk'and 1n'un1son.so1emn1y recites the "Pledge of Allegiance."
This brief‘morning ritual signais the fina],'and'for some abrupt, end of
» sdmmer vacation. Four' liindred and forty Tives are 1inked'together by (
‘the att. B |

The scenes about the schoo] beg1n to vary. )

>
[

Mrs. Alvena Smith's Primary C1ass , /

- 9:03 Rough]y 10 out of 23 kids are in the room. Mrs.
Smith is talking livelily with former students:
"I wish I had you back! ~ Seth, you grew!" She
has an old-shoe, country sty1e. She shushes a
"boy and asks him to take off his cap. "You help
me and I'11 help you remember my name and your
name." 6 She beg1ns to hand out name tags. One
- child fays: "I'm sort of nervous." Mrs. Smith:
- . "Bargqin--I won't bite you if you don't bite me."

A mother brings in another ch1Ld. Mrs. Sm1th be- A
N gins discussing school rules. "You've been out of
’ ' schoo] ta1k1ng all the t1me, running around. .Now
’ you're in school." She is interrupted by a child
who needs to- go to a different second-grade room
and another who has lost a dime. "Boys and girls,
/ " remember about money. Boys, keep it in the bottom
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~ of your pocket or billfold. G1rls, keep it in a-
- purse or in a handkerchief”pinned on. Never put, 1t
. , ﬁn‘desks--it gets legs. . . .
. i 4 |
,"You're grown up now, not first-graders any more. ' L
In second grade we don 't speak out. If you.want _—
to Jo1n a conversation, raise your hand. In the _ .
. morning we sharpen pencils, get & drink, and go to .
the bathroom. We have a bathroom. .°* . Sometimes, ‘
in the bathroom, there's a'mess which gets stinky.
. How many like a st1nky bathroom? - If it's messy, .
come to me, even if I' m with a read1ng class.” \“"
9:35. The kids start the1r written work. Mrs. Smith com- \

) ' ments about what she does to talkers "I give them
v a b1g smooch'“ . . .

+"9:46 "She asks Bill to take the Tunch list to the schoo] ‘
: secretary. One girl comes up to her with. a question. i
. She gets a hug. The loudspeaker goes on. A vo1ce
' says, "Merlin's to stay for lunch." Mrs. Smith,:
"Merlin did you hear that?" Merlin: "Yes." She
repeats, “You are to stay for lunch."”

9:56 Mrs. Sm1th movzs around the roow answer1ng
U questions. _ :

1 9:57 To a talking girl: “Angie you're to move to an-

other table if you talk one more time. Don't test .
.:me|u . )

10:17 Mrs. Smith passes out more dittos. [She says to the
‘ observer,-“They Te getting restless."]

10};3 She has the kids stand up. She talks of the summer,

"% hard chairs, and long sitting. “She has;the kids - )

' stretch and "try to reach the ceiling. Pretend Y
you're a rag doll. Wiggle our fingers and toes,
all over." ‘A student says, "My pants are coming down."
She says, “Don't let that happen!" (FN, 8/79)

1Throughout the narrative the sources of qdoted materia] are dated
and identified. FN indicates ‘the material was recorded in field notes,
SO identifies summary observations, and TI denotes taped interviews,
Doc. identifies material taken from extant documents 1n the setting.
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The Fourth-Grade Pod

: 8.50

9:15

'9:05

In the pod, M1ss Yancy, Miss Dona]d and Mr. Land
‘[fourth-grade teachers] are all j k1ng around,

iss Yancy tosses a rubber baTl osfr the room di-
°1der at Miss Donald. Mr. Land b ngs over a. poster
with construction paper apples, each bearing-a stu-
déent’s name. Land'says, "What if these are all .
rotten apples?" Yancy: "Make cider!" A1l three -
teathers laugh. The children are all outsiide but -
about to come in. L S - <

The children are sharpening pencils. The sharpener
makes a 1ot of noise. The children sit quietly--a-
few yawns are seen. One boy is sitting at a desk
with no name. Land tells him to fimd the right

desk and "on the way, spit out the gum." In each

of the three areas in the pod, the major activity is
making sure the children are in the’correct sect4on.

Miss Yancy‘exp1ains which teacher will teach what

subject. A-student arrives late. Yancy asks:
the student to see the attendance secretary.

M1ss Dona]d is writing the day S schedu]e on the board.

8:55 School Starts
9701 Tardy

‘She says "Martha, what do you do if you're tardy?"

Martha: "Come in and go to the office." " Donald:
"No, go to the office via outside." She then con-

~ tinues to write: T

9:10~10: 00 Readihg
. 10:05-10:30 Handwriting
t 10:35-11:05 Spelling .
11:05-11:35 Music, PE (restroom)
11:40-12:00 Social- Studies

She holds up a social studies book and says, "Brand

" new book--never been used before. There's all kinds"

of neat projects in here." -Then: "The most impor-

- tant part of the whole day is coming up at this next

time," and writes:

12:05-12:35 Lunch

“She continues: o B -

12:40-1:10 Math
- 1:10-3%445 Science

22




. '1:50-2:20 English A

. 2:25:2:45 Recess |, - .
7:50-3:00 Water and Restroom L™
3:00-3:30 Study Hall S

. . \ . N — .
. °  Miss Donald continues: "Last year the bus riders
S Teft .early, at 3:25; This year, we al] leave at

_ the same time. Lunch is 60 cents_ this year., .
I Lunch boxes go on that she]f TR

9: 40 The three teachers a]] sw1tch sect1ons and then
“introduce themselves to the new group of students.
__The. ch11dren are assigned to reading groups.. Land
reads. off a 1ist of hames, and the .chiildren-mgve - .. . -
from one” room to the next as- the narmes- are called. -
[Assignments are made. for all students.  More than
one gr0up funct1ons in each sect1on of the pod ]

10: 07 The ch11dren .are all working now. Miss Dona]d
moves from group to. group checking work, giving
. directions, answering quest1ons. Miss Yancy
puts her arm around a boy's shoulder while
answering his question, then tells another boy to
"turn around and get to work." [Miss Yancy S '
-approach is relaxed and enthus1ast1c.. She's a
"nice” teacher ] : .

[One po1nt worth ment1on1ng 1s"that after the -
-maintenance functions, the children began . -
. : . work right away in the reading books. This .
L, series--kindergarten: through sixth grades--
B ’ . - gives the kind of continuity that permits resump-
. - ‘tion of activities immediately, even after_summer,
Kids don't seem to be having any problems. ] (FN 8/79)

Mr. Brando S S1xth Grade Room

9: 03 Brando 1ntroduces h1mse1f to the students "Most
. ... of you know me. He stands in front of the room,
' in front of the chalkboard.on which he has wr1tten
the day's schedule. He asks the kids to come up
L to his,desk and sign for lunch: "I want you ‘to
" ~«. . write from now on in cursive. I want it to.be- -
neat. Walk up to my desk this way, go .back that
way." [He gestures to two aisles.] -

9:07 Brando reads the class 1ist to check the attendance.
Students answer "hére" as their names are called.
A school bus arrives late. It is visible through
the window. It discharges more students. Two
new students enter. Brando adjusts the attendance ’

23



R 11st and repeats the lunch 1nstruct1ons.; The students
- ~ are silently looking around at each other--w1de eyed
..stare;, some smiles, some quiet-giggles. ‘
- -~ v« :
Brando f1n1shes 'some paperwdrk and says, “Th1s is
. what we are going to do this year and we'll be very
- firm ab@ut it. ‘This is your last year in elementary
- school.’ Junior h1gh does things differently. * They
- - - are very strict at junior high--three tardies and.
4 - you re suspended. ‘1?11 try to get you ready. for
’ ~Junior h1gh If you do your work, you'll pass;»if -
' "not, you'll be- back w1th me. They expect you to know
. - the basics. . e . SRR

) _w.
=

“"This year, a]ways write in, curs1ve., I don't._ 11ke to. ..
o - give homework ass1gnments, but if I° give assignments . .
- " during class that you don't finish, you will have .to
"take theri home. Any work- not completed ‘will be count-’
~ ed as zero. I expect all work to be finished. 1I' 11 !
. throw away any ‘work not neat and’ 1% cupsive. I won't '
e take time to,.read it. Seating wiTl remain-as is, so
. don't ask to have your seat changed.” ‘He sends a stu-
1 dent to the. office with the completed attendance list
and tells the 'other students to get . out paper and '
pencils or pens; He directs studénts to copy the
schedule on the; board, finds a m1stake and: says B |
made a mistake r1ght away." - :

9:24 Brando., “I need to go to another teacher's .room.

Do you know what I expect while I'm gone? Tell me,
Bruce." Bruce:. "To be qu1et."' Brando: "Uh, huh,.
I'n be r1ght back " ’ : o

Brando leaves. The kids ‘continue copy1ng the schedu]e.
‘The room is absolutely quiet. Brando returns; sees
" two boys who are sitting side by side’at desks in the rear
of the room without name tags. He -tells them to find their.
‘right desks which aré near the front of the room. - The boys
Took at one another and smile knowingly. [I get. the
impression that those smiles meant: "I saw the name
tags, Teach, but I wanted to sit w1th my friend."]

9:30 He- ass1gns a spelling lesson., ' Instructions: _“wr1te
1 the words in alphabetical order. Write the number .of -
v _ - syllables in each word. Write the word three t1mes."
' - Talking about the weekly spe111ng test Brando says:
~"You should know how to spell each word and-write a sen-
N tence for each word to tel] that you know what the word
means." . . .

v0:10 Brando sees a boy attemptingvtb.borrbw a. sheet of
2 ~ paper. He moves to stand over the student and says:

q ’

(O

R
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_ importance of taking baths so that the' room won't

“You re borrow1ng paper? On’fhe first day of class, you re’

.borrowing paper?“ [Brando s tone of voice is reminiscent
-of the scene in the movie Oliver where the young 011ver s

) asgs for more grue] in the orphanage ]

A m1nute ]ater, Brando se€s the same boy at-
tempt to borrow a: penc11. He says loudly  from.

Did you" wear shoes today? Is your head attached

.so you can't forget it? Stand up! Did you '

wear a belt?" His voice is teasing but- taynting.

Student is standing with his head hanging, ch1n on . s
chest. Then sits down. Brando turns away.— The boy. =~ i
looks behind him at his cronies and gr1ns'broad1y.- IR
Brando starts talking about wearing belts and the ol

- across the room: "You're borrowing a pencil, t00? "%{5

begin to smell. . There are giggles ahl around the
room. (FN, 8/79) - '

R o

10:40.

There's Mus1c in the A1r Mrs. Collins' s Mus?c Class

' The classroem teacherhas accompan1ed his ch11dren

to the music room. He introduces the music teacher,

“Mrs. Collins, to the ‘students and says: - "The only. \\3

reason that I walked you down today is to show you
how and to tell you that if she [Mrs. .Collins]

gives anybody a super reward like 'These kids were
great,' they'll get some free time in my classroom.”
The kids go, "Oooooh!® "If they get a bad note, -—
watch out!. If the whole class gets a good note,

- we'll go to recess or do someth1ng fun. But on the’

other hand, if you. are--"- Mrs. Collins interrupts
and adds: "Gross!" The.kids all giggle. The
classroom -teacher nods and, leaves.

-

Mrs; Col]ins calls. the ro]1: 'The music room is car-

peted in blue, and three 1ong lines of - cha1rs fill.
most of the room. A piano is in the front. Book-

shelves Tined with musfc ‘books occupy one side.
The back of the room is filled with instrument

" - cases and small spaces for ensemb?e or 1nd1v1dua1 - S

_1nstrumenta1 lessons. . Yo

Mrs. Coll1ns s voice is very animated. She sends
forms around the room on which students can sign up
for instrumental music. She says:. "Your classroom
teacher talked about rules. I'l1 tell you what I-
told the last c]ass. I'm harrrrrd [like a throaty

~growl] on rules. . I'11 give you once, twieg, the . .
~ third time you go see Dr. Wales [the principall. : ~
. other thing is while I'm talking you listen. The Co

Lord gave you two good ears but when your ears open’.

10
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' . your mouth slams shut.’ uhen you;re talking; E0 R IR
liSten to you." ' : .T o

LI

"10150: The custod1an enters and messes w1th the fuse box. " The
.." lights°all’ go out, put Mrs. Collins just. cont1nues. The
lights go on, the custod1an leaves. R » -

: - iMrs. Col]1ns 1n oduces "Gertrude the Fern." She
P N+ says "Gertrud® grows in beautiful music, but
L : she'll croak if-she doesn't hear good music. You
. wouldn't want.to be a murderer would,xou?"-vShe
o hands out music .bpoks from the previous’ year SO
. that the kids will kpow the songs. "Okay, I'l1
play--but maybe mot 1ike your old teacher." The
kids halfheartedly beg1n % sihg.’ She p]ays o o
~very quietly, °"Sit uplSTIf you' can't sing-sit- i%¥¥
ting, you! '"11 have to stand'" The kids sing out. oy
7 Everyone 1s watching the-books. but not all are
s1nging. , S ‘n _ - -
. R |
10 58 Mrs.rColﬁqns “You re. better than the Tast class,
5 ‘they were ha]f-asleep." She whispers and prods
7,( ~ the kids into making suggestions for other songs
" to sing in a very ptayful, cute manner. . The kids
begin to really sing out. They all have Joined
in, They go through "Erie Canal" then "Yankee .
e *  Doodle." - One girl says, "Can we sing it again?"
. .~ A boyin back begins to move his armsfin animated
: gestures to the rhythm. The students are noticeably
loosened up. They begin to talk-to one another.
. _ Mrs. Collins 1nt&oduces a two-=part song. She says,
, "Boys sing the top- line, girls,the bottom. Male stu-
g dents sing 'The Men.'"  Mrs. Collins repeats, "The
- — Men." They sing "On’Top of Ofd Smokey." Then =
: : Collins switches-to "On Top of Spaghetti." The k1ds,
. - delighted, join her and begin to shout the song.
R - . Nonsense becomes prominent. Collins Jjust frowns
‘and most of the students settle down. (FN, 8/79)

‘ Behind the ‘Scenes
i Beh1nd these classroom scenes many ofher persons are work1ng %

. th1s first day of school to get Kensfngton ‘under way. Some of thiség

&
- other act1v1ty is gl1mpsed in our v1gnettes--the custod1an test1ng

circuits, and the vo1ce of the 1oudspeaker announc1ng the "P]edge of vrl

'Alleg1ance," or.the 1nstruct1ona1 a1de rem1nd1ng a 'student to stay for
T m»? U g :
' A,;lunch A summary observation captures th1s po1nt

.

s

Ry £
I
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The ‘teacher's aide was 1in once or-twice p1ck1ng up 1unch
counts~_ Mrs. Smith was on the -intercom to Mrs. Rae
o " [the 'school secretary] a time or two. The image I had of
s - - -all of these supernumerary people is that they ‘fit hand
L " in glove with the teachers. : They were all doing their  jobs
kind of routinely,-oMganizing which kids be]onged here or
there, or wh1ch k1ds needed notes :for var1ous th1ngs.
But there seemed to be no staff conf11cts over
. ’ °these act1v1t1es. Interdependent parts were 1nter-
L ~1ocked and- mov1ng along.”- I -presume that most of. this
SR . was with the welfare of the kids latently, if not
B " overtly, in m1nd. (SO 8/79)

That observat1on extends to Kens1ngton s reading teacher, who is

L

‘q}_fn, ' not exact]y a c]assroom teacher but .holds no adm1n1strat1ve rank. It

ﬂ

E f.’1s necessary the f1rst day for Mrs. Stratton to 1nterrupt teacherS'in
the1r c]assrooms, remov1ng students for testing or inquiring on the

whergeabouts of individual students. Her movements are recorded, again,

in summary observat1ons. ? o

.. Mrs. Stratton was in and out of the classroom and
S U™y 7 obviously knew a 1ot of the kids. She came in to '
e talk to Mrs.:Smith. She put her arm on her shoulder,
S chatted briefly with her, and then as the Kids came.
o . over--as she knew different children--she would talk
with them about the summer or the year or whatnot,

B I pa'id a short visit to her, ma1n1y because I rea]]y
SE e "hadn't had”a chance to say hi, how are _you do1ng, and
S o all that. She's 'kind of a special person. She was
B R TENE _administering a Peabody Picture Vocabulary Test at the
R ’ " time to.a student from the second grade. And’ she was
T . excited because her room's been painted and it's fixed
e ' up and she-said that it's more 1ike her now. She
oo indicated that she had some new freedom to do things
SRS " 4in-some way that she hadn't been able to in the past.
She's starting with first-graders, and she's not doing
the fifth and sixth as she had been. Imp11c1t1y her
notion was that by the time they are in fifth and-sixth.
grade, you can't do much wi tiF+them.’ They ve got - toy
$tart earlier. She had been starting in the secondﬁ?
grade last year. Wales [the pr1nc1ph]] supports her ,
in that new‘ﬁay of do1ng it, and she s genera]]y excit-
ed about the new approach.,

%

She acts yery much 11ke an. adm1n1strator in some ways.

: : : : )
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I'm struck with both her mobility in the school and
-how she fills in on different kinds of chores and
respons1b111t1es. (so, 8/79)

. Later, we observe her 1nteracting with Mrs. Brown,-the Special

Education Services teacher in the building.
\ I went up to the tedchers' lounge and caught the
end of what looked 1ike an informal meeting, but
definitely .a meeting, between the reading teacher’
and the special education teacher. 1 had been
_curious anyway about how their roles might over-
~lap or how they would work out their territories,
Mrs. Stratton being a teacher hired by the school
district and Miss Brown a person who is paid by
Spec1a1 .Education Services and in the building work-
ing with a spec1f1c ‘case load. They were filling
each other in on specific ‘students' backgrounds in
instances where they knew any relevant information.

One' of the -cases they were discussing was of a child
enrolled in the school this year. -The parent had
become displeased and already had taken the kid out
of the school and enrolled him in a Catholic school.
The child evidently was sullen and very quiet and
withdrawn at Kensington. At:the Catholic school,
he became so overtly obnoxious that on the second
day the mother and child were met at the door by the
. - headmaster, mistrgss or whatever, and told no way--we
- , " are not accepting that student. And so the kid has
. now been reenro]led at Kensington.

" The special educat1on teacher said that her- case
load this year has increased to the point where )
she'11 no longer be able to work with kids individ-
ualJyfat the teacher's choice of times, that she's
going-te have to group kids so that she won't be as
_~" flexible any more. And Mrs. Stratton indicated
that her load already was 52 kids and that's only
out of the first three or four grades. [ was
amazed by the number of kids that required, propor-
tionally in the building, these kinds of special
services. It seems to be a telling tale.

-The other th1ng is that the U.S. Department of Health,
-Education, and Welfare is doing some sort of research
o - project w1th the Special Education Services. Ac-
(& cording to the teacher, all of the districts in the
area' allowed those people into their special educa-
", " tion files except the Milford School District. Milford
s woulgn t. let them in the building. And S0 they w111
b oo gﬁ}’ . . . ® . .
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be in this year. They are coming in to look at the

files and interview one of the teachers. The staff is

nervous as a cat about it. Anyway, the special edu-

cation teacher indicated that they would be going

through her files and that sort of thing, and there

was some nervousness about that, too. (S0, 9/79)
This view of the Kensington ship paints a comp]icated and overloaded
scene made worse by outside pressures. Mrs. Stratton and Miss Brown
form the nucleus of a student service group. at-Kensington that, on a '
part?time basis, includes a counseior, a speech'therapist,_and a
school psychologist. The five 1ink forces in the fingtfdays of the .

school year tO'comp]ete a rigorous testing program for aji new or spe-
% : :

: cially referred students.

Their testing headquarters is set up at one end of Ken51ngton s
resource :nd 1ibrary center. Another corner temporarily stations the
school nurse who measures the height and weight of a]l new students.
The remainder of the Iibrary is superv1sed by Miss Bessie Church

Bessie spepds the first day of school cata]oging new additions to
the library collection and genera]]y comp]eting preparations for the ‘
1ibrary's opening. If there were a single but unofficia]jkeeper.ot”the

ship's log, it would,certainly be Bessie. She is forever ready'to'reveal

Kensington's past to anyone willing to listen. Her personality, central o

A

Tocation, and the open space,'combined With the freedom to-f]oat”among .

the staff during the'day, explain.her role in the school.

L 4

Finally, we'meet Dr. Jonas Wales, the principal who is assuming

command of Kensington for the firSt'time. On this day,'a teacher

recounts with laughter the astonished face of.a small kindergarten chiid

who slowly surveyed the‘new-principal from toe to-head.. Eyes widé,

’\
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mouth agape, the child's only'cohment was, "He:s big!" Standing
stra1ght w1th closely clipped hair, Wales talks comfortably through a
rural drawl. He epitomizes the authority image of an elementary school
principal. After blinking the teachers' lounge 11ghts--the order to

cast off--he spends the first day surveying his ship and admiring the

4

job of his capable crew. e

Crosscurrents in Kensington's Course
This first view of the KensingtanSchool today offers a severe
contrast with the -promise of the "lighthouse" school we captured in our

first study. S
The setting was the Kensington School, a unique

.architectural - structure with epen-space laboratory
suites, an instructional materials center, and a
theatre. . . . The program exemplified.the new ele-

p mentary education of team teaching, 1nd1v1dua1yzed
instruction, and multi-aged groups. A broad strat-
egy of 1nnovation--the alternative of grandeur . . .
was devised and implemented. The intended outcome
was pupil development toward maturity--self-directed,
internally motivated, and productive competence. .

(Smith and Keith, 1971, p. v)
Our current 1ook at the schgol reveals that the bu11d1ng and grounds

~have deteriorated from structures that aroused v1s1ons of class1ca1
Greece. Today, the 1mage stirs sadness in many who saw Kens1ngton S
original physical structure, its v1sage 1nsp1res descr1pt1ons of "d1rty“
and "tired,"” or "tacky Holiday Inn." | |

- In add1t1on to the- changes in the bu11d1ng, our v1gnettes reveal
other d1fferences between the present Kens1ngton and the old. A group of
experienced teachers begin the year'with an obuious emphaéi}»on imposed

rules.‘ Buses‘deliver many of the children who liue‘hore than a mile

w
<.
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. from what was once a’neighborhood'schooi. Sixty percent, of the children
. are black. The original student'body,was almost enti§e1y~uhite. The
day begins with a patriotic gesture'familiar to near]y‘anyone who has s
. attended a traditional American schoo] No special or imaginagjve |
opening day act1v1ty 1s w1tnessed--as might have been expected from
the 1964-65 program.- Instead, students begin or*ﬁontinue any of severa]
‘commercial textbook series 1n math ‘social studies, reading, and spelling.
Moreover a new and conservative principal stands ready to back
" his disc1p11ne-or1ented teachers. A special service teacher, whose work
is financed y a separate government agency, coordinates With/Kens1ng-

/e
media] reading teacher in an apparently futi]eiattempt to

ton's own
serve large/numbers of students with 1earning difficulties. Those_<
“ ret over an impending inspection of their records by a iedera]
/ agency. They ponder what to do with an unruly stud&nt reJected by a
_Tocal parochialvschooi. A team of staffers heaqu by a schoo] psycho]o-
gist\applies standardized tests to the very youngest ofustudents to
f assess the children's readiness ‘and special needs.
Thus, retrospectively, change carried by. multipie crosscurrents
in Ken51ngton s. environment has seeped Ainto every aspect of the school' s
program. “The crew, for the most part o]d hands, disp]ays abundant- humor
and tenacious energy for the students, but today s act1v1t1es are guided
« by different mandates, opinions, perSpectives and conditions than we
" found at the schoo] 15 years ago. The fo]]ow1ng chaptErs recount

Kensington's course through those currents in-more_détai].

5 g1,




CHAPTER 2 -
 KENSINGTON'S, TURBULENT , ENVIRONMENT

Storm Warnings

The first chapter.demonstratés many of the'changes that occurred at
the Kensington School duringrour 15-year absence. Most'were'noticeable
IaImost immediately as we began our foIIou-up'study."Thosé changes\sub-
stantiated the prediction‘of Smith and Keitn that'Kensington,would re-

“ vert to°the "old Milford tyoe." But‘theTscnooI continues to‘pursue'the
“education of the chi]dren charged to it. The actuaI compIexity of that
task, however‘ris difficult to aoBreciate without an examination of -
‘Kens1ngton s stormy context. . o o i o SR
Months of - recent newspaper headIines about schools in and around

the Milford d1str1ct--Kensington s distr1ct--revea1vthe turbuIence

there.
January; 1980 ‘Milford Again'Faces_Shrinkage:ProbIems.

February,'I980 Parents Want Back to Basics
'Handicapped.Denied Rights, Parents Say

March, 1980 Patrons Pressure Mi1ford. Board Inject
- Racial Issues ' .
.FederaI ProJect for D1sadvantaged Students

‘Explained

: #. 2 Seeking SchooI Posts in Mi]ford Charge
\“j;> [Racial] Bias =~ ,

April; 1980 Two BIack Board Candidates Ask U.S. Just1ce
C Department to Investigate AIIegations -of Racial
Discrimination
e 17
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August,

May, 1980

June,

~July, 1

%

" October,

1980

%

1980
N
1980

~ o

Racial Mix, Enrollment Drop Vie for Milford
District Prionities

School C]osing; Boundaries Change

Midwest City Students Protest on Desegregation
School Plan

Reverend Wants to Start Private School in Mid-'
west City

w

Xchool Security Workshop-A Success at Minord

Milford Still Reeling from Test Scores [report
“on drastic drop]. .

Milford Students Stage Day of Concern [over *°

. tax hike defeats]

24

Parents Protest at Mi]ford [over staff changes]v

District Enro]]ment Drops Deficit Spending,
~ Fewer Jobs for Teachers ,

3

‘Milford Board Tries to Preserve “Neighborhood

School” ConCept

'School Desegregation Becomes Topic in [Nationa]
Senate] Political Races.

State's. Role in School Desegregation Disputed

New Mi]ford Budget Ui]] Tap Reserves

Milford Board Will Resubmit Tax Levy

~ Strike Threat Hangs Over ‘Milford .
.Milford Asked to Ban "White-Flight" Pupils

County Gets.Deadline on Integration Plans

Schoo] Closes, District Enro]]ment Drops 358
_Students ‘ .

School Tax Increase Defeated

Poll Shows Midwest State's Citizens Oppose
Metropolitan Desegregation Plan - C



~ today's public schools.

- state level'and consider some of the historical events'and attitudes

s

This list'illustrates that integration, declining enrollments, education

for the handicapped, limited resources, school closings, union’ disputes,
’ ! .

unpassed tax levies, declining test scores, the back-to-basics movement,

and disagreements over the legitimacy of state and federal agendas for
lTocal schools are“all_part of the contemporary world of the Kensington

school. In .short, it seems a microcosm of the troubles that plague

-
’

~  This constellation-of\prob]ems iS'composed of mhltiple levels of

. interdependent national, state and Tocal activities. Further, each

"level has a historical dimen51on as well. We call th1s mu1t1-1eve1ed

concept1on of Kensington S conté&t "Longitudinal Nested Systems" (Smith,

"wPrunty, 2 Dwyer, 1981).-»In this chapter we begin at the national and

0

that helped shape government po]1c1es regard1ng education and that '

'requted in maJor po1nts of content1on w1thin schoo]s today. S1milar1y,

/

- we exam1ne changes w1th1n the M11ford commun1ty ‘and in d1str1ct personnel

that have confounded Kensington's tag} over the years.

We be11eve that the contemporary Kens1ngton exemp11f1es both the -
product’ and therprocess'of,the mu?t1p1e po]1cy‘forces at work in schools
today. Its story emphasizes‘that the context of schooling is:SUbject to
cOnfinuous shifts intopinion and*poncy, and that sailing a course,through

that environment isfmost lHkely to remain a difficult task.

0

Federal Invo]vement in Public Educatlon

Perhaps the most d1stant level of ‘context from the da11y rout1nes
of Kensington best demonstrates the uncerta1n waters on which the schoo]

sails. In recent,years.the-ever.1ncreas1ng role of the federal government,

> ? B . - . I
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_in education has become a commonly accepted fact, despite continued
debate‘abOut the legitimacy of that intervention (Bailey and'Mosher,‘
1968). The-debate has-been.heightened]by the arrival of the Reagan
administration, which is trving to extricate the federal government

from the business of pubﬁic education.' At this point, a 20-year tide

of rising influence in public schoo1s seems to be turned. A brief

review of the re1evant history of those two decades provideS~an ex-

ce;}ent eiamp1e of -how judicial, 1egis1atfve, professiona1,‘and private

» interest groups contend,to affect the drift ofieducationa1 policy in
th1s country. o -

Pr1or to 1960 the federal government s role 1n 1oca1 ed\cat1on was
primar11y‘one of encouragement of'Toca1 and state_programs. In.genera1,

_ all attempts to deve10p.1egisiatjon,to,permit extensive aid to elementary:-
‘and secondary education“faf1ed There were few exceptions. One such
exception was the Lanham Act - of ]940 which was passed on1y in the. context

: of’great need brought about by World War II. Thomas (1975) descr1bes
that bill. h '

The Lanham Act of 1940 author1zed federa1 funds’ for
the construction, maintenance, and operaton of :
schools ‘in communitiés confronted with increased
popu]ations as a result of the defense effort. (p. -20)

- The act prov1ded precedence for future federal 1eg1s1at1on to a1d affected
'lareas. A—second example of 11m1ted encroachment of federal a1d to educa- |
t10n was also deve1oped in the, wake of the war. For the f1rst~t1me the

government provided aid to returning 1nd1v1dua1 servicemen to” educate
or retrain them, ’The a1d'was seen as\a way to reintegrate soldiers 1nt0"

' abpeacetime society. It was- not 1nterpreted as federa] aid to educat1ona1

' institutfons. >This type of a1d,has been extended to veterans ever s1nce,

I
-
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although the Reagan administration has discussed p1acjng more strinoent
, regU]ationS'on such awards.
Legis]ation to provide general afd to education consistent]fkran into
three barriers: a) fear that federal aid wou]d mean-federa] controllof
.schools; b) desire to separate church and state; and c) fear of forced
.integration. Two convergfng.forces'a]]owed the federal'govenment to get}'
its'proverbiai foot in the door. The first force was economic.- The .
postwar béby boom necessitated rapfd expansion_of.public:schoo]nfachities
in a period of postwar inf]atﬁon. Simp]y put, districts;needed money-to”'
build schoo]s. The second force was commun1sm, qr a“fear of communism.,-,
The cold war coup]ed w1th the U. S.i;:g s successful Sputnik launchings“

'sudden]y ptaced educat1on in a new ht: educat1on cou]d_serve the»

L iR oL
L e
- .

nation's defense interests. ' o
The firsthresponses'to those forces were:"a) the,Nationa1 Sctence;ﬁng i
.Foundation Act, which provided aid in higher.education_to encourage
activities related to the promotion of research scientific exchange~
between countries “and 1mproved teach1ng of sc1ence mathemat1cs and
fore1gn 1anguages and b). the passage of two pub11c 1aws which author1zed
payments to schoqg d1str1cts for schoo] construct1on and operat1ng‘expenses.
. But by far the most s1gn1f1cant p1ece of 1egis]at1on was the National -
‘Defense Educat1on Act of 1958 "enacted under the shadow of the orb1t1ng
"Sputn1k.. Thomas, aga1n descr1bes the s1tuat1on. ' |
- " The imp11cat1on_drawn from the spectacu]ar Soviet feat
: was that American education, especially in the-areas of
:science and technology, was inadequate. The sense of
' emergency was sufficiently strong that.Congress passed
the act with minimal controversy after President Eisenhower
sent a’ spec1a1 message to Congress requesting a $1.6 billion

program. . . . In s1gn1ng the bill, President Eisenhower
‘emphasized that its purpose was to strengthen the American

21
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education system so that it cou]d'“meetuthe broad and
increasing demands imposed on it by conSideration of bas1c
national security." (p. 23) ‘ .
In-the early 19605, Kennedy's administration was intent on domestic
: reform and education was part of the overall p1an. His administration
was Joined by the inte11ectua1 and mora] 1eaders of the country to produce-‘

an "aura of American inVincibiiity in proViding technica1 and economic

aid both at home and abroad to enhance the quality of 1ife ‘of those who

P ¢
Ce C b
e were 1eft out of the American mainstream.v Sko]nick dnd Currie (1979) j}
write of that era:
N P Americans were becoming aware of an "underdeve]oped“'
~ world abroad and a "disadvantaged" world at home,

both unhappily excluded‘from the benefits of an age
of general. Maffluence" and well-being. New agencies )
of social improvement were created at--home and abroad. &
- A critique -of old=-style welfare efforts began to deveiop, 5
along with the. notion of "helping people help themselves.":
'« o o The idea of inclusion, of participation, in the
-American way of. Jlife became a political metaphor for -
. the age. «'. . The social problems-of the 1960s would
~ ' be solved by extending the technological and intellec- i
tual resources-of established American institutions ,~“ R ;
into excluded, deprived or underdeveloped p]aces and . CE
groups. (pp. 6-7)"" s . - SO

Iannaccone (1981) comments on the country S econonic out]ook that

‘ C01nC1ded with Kennedy s "New Frontier.4 ] § .
T i The- years “after Nor]d Nar 11 were ones of sustained o \
. economic growth for. the United States. American o
industrial productiVity, high at:the end :of" the AR
war., coptinued to gréw... Loﬂ cost energy ‘fueled:it. ‘
Japanese and. Western European ecortom; €s: devastated
by the war . offered no- significant competition. (p. 55. )

e
B (

s In short the country was poised for soc1a1 reform and education was a keyr

Y. A

o

‘ .’ v
a \; "‘x S

_ e1ement of the - process.

3

A]though the Kennedy administration did not reaiize a conprehenSive

federa] aid bi]l for education, several pieces of 1egisiation he]ped set. new

n o
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precedents. Those bills- 1nc1uded the Higher Education- Fac111t1es Act

~ the Vocat1ona1 Education Act and the L1brary Construct1on Act. CoTTec- )
.,t1veﬂy, they represented a de emphasis of the national secur1ty concern.,
R of the f1ft1es and or1ginated two new thrusts. One, the b1lls prov1ded
1)

a1d to the d1sadvantaged the poverty str1cken the m1nor1taes. ﬂTwo,

,the b1lls were ab]e to- shunt funds to pr1vate and re11g1ous 1nst1tut1ons

as Tong as funds were not d1rect1y used to construct religious faci]1ties.

The b1lls 1nd1cated that the o]d barriers cou]d be hurd]ed and paved the
road to Pres1dent Johnson s "Great Soé1ety.“

A change of strategy, a. Shlft in emphas1s and the enactment of the
C1v11 R1ghts Act of 1964 Ted to the fa1t accompli of extensive federa]

a1d to educat1on.'xThe new strategy came from Pres1dent Johnson s adv:sors

who dec1ded that federal a1d shou]d be a1med at so]v1ng specific prob]ems

]

. rather than be g1ven for genera] use. The new emphas1s on “the war on.

Uams. These e]ements com-

A to education. First .the .f

' “,s TeSSened by the goa] d1rected

'8 -

vat the 1mpover1shed whatever the1r re11g1on, forc1ng opponents into
the uncomfortab]e pos1t1on of represent:ng those who wished to keep the
poor forever dependent. F1na11y, T1t1e VI guaranteed equal d1sbursement
| of a1d regard]ess of race. The successfu] legislation that émerged was

ent1t1ed the Elementary and Secondary EdStat1on Act of 1965 (ESEA)

o

R :AfDershimer (1976) describe§f.ts unusua] PPOgreSS from bill to law: o

M.,‘ﬂ

rhetor1c of . the deve]op1ng 1egis]at1on. Second the state versus re11gion ‘



"

* statire that Johnson attached tqég
a

:to date.

- With almost unprecedented haste, the Congress passed

““the E]ementary and Secondary Education Act, in the - i ‘.’
House by a margin of 263 to-153 and in the Senate by
.78 to 18. "President Johnson signed the bill into
law (P.L. 89-10) on April 11, 1965, in his own. one-'n..ﬂ', :
" room schoolhouse in Texas. The next- day, the White -
House was filled with invited supporters’ of . educat1on H;ﬂ -
who heard_him say: ™I think Congress has passed- the i

v

" most significant educat1on b111 1n the h1story of ;;ﬁaiﬂﬁlrg?‘ .

P [

Congress." (p. 67)

- The f1rst ESEA bill’ conta1ned f1ve t1t1es.v Thefr ﬁntents;apé:sum:VfF:'

mar1zed below

) . ] . .' . ,’ ',

'-?,fT1t1e ) prov1d£d for a: ee-year program to suPPOrt
. =w¢ﬁE educat1on of d1Sadv aged ch11dren._zxw

T1t]e II author1zed f1ve years of support to: pub11c
and private schools for the purchase of library re-
" sources, texts, and instructional mater1als.v ‘

T1t1e ;;} and IV prov1ded for, general 1mprovements

in the quality of. American. education by; offer1ng . _ y‘ﬂ*,‘

grants to local and\reg1ona1 organizatiqgns, for
establishment of%educat1o 1 centers ang\ﬂaborator1es
~and to-universities for ucat1on re]ated research e
T1t1e V provided for the strengthen1ng of state
departments of educat1on. - e N SR

¥ f * ._'5 ,‘,

In the f1sca1 year 1966 the f1Yst year of ESEA's Jmp mentat1on, Congress

’ '

r
it

approved a budget of 1.225 b11‘“

’t\ .'

The

rema1ns the most s1gn1f1cant exp

>
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Over the next ten years

Ry
Xy

view of the youth of the per1od aéd menthons several devastat1ng events.
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T The young of the '605 were ra1s§d to ‘believe that
o America was a splend1d1y v1rtuous country. When
~they found--through the Bay ‘of P1gs, Selma, the
assassinations, Viet: Nam--that Ht was, someth1ng
~ - more.ambiguaus, they ‘rose.up in/a; hbrror that now -
s‘ *seems touching: in i S - spontane1ty. ‘They joined in- .. =
~ Fimménse numbers-=the baby boom'$ demographic bulge-=
. and“without’ ph11osophy or program. That was the
) strength and ‘ultimate weakness of the movement'
it arose out of moral outrage and indignation,- N
and grew 1arger precisely:because »it was so . T
formless.  When the prodiction ran out of moral- ' .

energy, it co]]apsed like-a dy1ng star.- (August 15 1977 e
T pp. 67 68) b

K3
¥

AR
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that co1nc1ded w1th the Kennedy era., He - frnds in the ecdnomy reason

- o

v'

'enough for the pub11c S grow1ng d1stresscover federa1 1n1t1atives.

jFrom the 1ate 19605 on these [favorab]e] soc1oeconom1c ' )
..ocanditions reversed. .The] 1deo1og1ca1 interpretations N ,
" which-had - focused on.thecentral governmeptal sp]ut1ons C s
’f‘pf the:problems had p1ayéd themselves out. Energy becane '
3expens1ve as America became: dependeént on foreign oil.
-The:international: trade’ balance became consistently. 7
“unfavorable. American product1v1ty fell significantly v e
below many other indistrial nations,’" .Savings from a .;' 4
, -prev1ous era were depleted. Stagflation, §nflation. Coe LS
~_in costs-with continued 1ower1ng'product1vtty I
'character1zed the econom1c systems. (pp. 55;56).f,? B

. 7nst1tut1ons.
. Inflation. :- -Unemployment.  Energy crises. Dec11ne of
. 270 the dollars Tax revolt. .Bank Fupt cities. Political o
o corrupt1on andv business bribery as routine news items. ™ . '.~;’¥;" .
"y . =+ w.» It%is no Tonger a-secret that the American system .. -~ . < °
B -has not wgrked the way we were taught 1t shou]d (p. 1) ' '

DUr1ng th1s per1od of wan1ng pub11c trusg the federa] government

cont1nued 1ts campa1gn to support and 1ntervene in pub11c educat1on, o ,;t:

The government"s agenda and its determ1nat1on that the1r po11c1es be R

€. .
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,'.';? | ESEA, inc1uding specia1 prov151ons for the handicapped bi]ingua] educa-;
tion, and other ethnic heritage programs.a In 1978 Public-Law 95-561,
Education Amendments reorganized revamped and once again added to the
ESEA;purview. In 1980, a total of 15 ESEA Tit1es spe11ed out the govern-..
ment's programs. The continued passage of other federa1 1egis1ation o Yo
(for examp]e, Pub]ic Law 94-142 Federa] Education for All Hand1capped .
Chi]dren Act of. 1975) continued to strengthen the wave of federa]ism in

n gducation. Al of this 1egis]ation follows the same basic Johnson. formu]a

"

and unt11 very recent1y, spe11ed out -the federa] government 3 educationa1
R
—7~~a*7,epoiicy.j Ih brief that poiicy_can be written aid sha11 be directed to

: specific groups of ch11dren vnth specific proBiems**i.e., the poor% the_ﬁﬁ
hand1capped the bi]inguaﬂ, etc.; aid- sha11 be’ used to encourage and
et assist 1ocaT and»state programs~ aid wi11 not supp1ant or deter local z

dLEy
and state init1ations.

M

entrenched in American society despite other changegf exempﬂified by a
1engthy quote from Savage (1978). | |

T o ~In education at least,: the Congress of the 1ate 1970s .
r - is. conservative/11bera1 ‘That is, it follows the basic
. liberal assumptions of the ‘Great Society era, but is.
. quite conservative in refusing to tamper. w1th those.-
. assumptions. Perhaps this conservatism, or stability
“. if you prefer, shouldn't be a surprise. Unlike the
. . commissioners of ‘education, who come and go as often.as .
— . managers of 1ast-p1ace baseball teams, the: Congressional
I ~}eadersh1p~doesn t fluctuate. The key members of the
" “House have been associated-with_education policy since the
.. Elementary and Secondary Education Act (ESEKT“TiTst*passed~___~___~__
L Congress in 1965. o« o e

2
Y
0

. "1‘::;: i ' ' * » :
(e .. The stabi]ity of Congress--and of its education po]icy--h. T e
e ‘can be seen in another'way. When President Kennedy first® pro-.
Y - posed a massive program of federa] aid to education “the idea LT
-A\".“.- - . o' .
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.17 . . _.-After a bitter floor. fight, the bill was voted down.
"+ o Only after the.Johnson landslide of 1964 did’ ESEA e
<. pass Congress, and only then cloaked as an ant1--n‘~.=;\'

' " poverty measure. Recent]y, "reformers" have '

ta]ked much of "sunset legislation," meaninga .
ST Yawiwould be passed for“ a certain period of = ’
B L ' t1me,-perhaps five years--and would go out of ¢
o , existerice afterward unfess Congress‘dgbated it
I and reaffirmed the program. A fine idea, except
' - this is a1ready done, in theory. ESEA has been.
extended in 1968 1974 and now in 1978.

But the reauthor1zat1on of 1978 had 11tt1e to do _
.. - with the 1965 battle. This time- thEre was no real
o o ~debate. No one Seriously questioned<whether the
s .~ . federal government should pump.billions of dollars
. ~into local schools, whether the billions spent made
any differénce in how much children learned, or .
whether the money should be distributed in a signifi=
- cantly different way. “Thé assumptions of 1965 emerged g
v "~ - again unchanged, and almost unchallénged. One w1tness~ﬁ$ ’ A
- ,,sa1d ESEA had been an "unquestioned’ success.". He was,
11tera11y, ‘corrects=-{pp.-5= 6)__s

R T W

fji' This percept1on of stab111ty seems rad1ca11y a1tered by the sweep1ng :
B nat1ona1 e1ect1ons of 1980. ‘The political visions of Pres1dent Reagan

wh1ch contrast so marked]y w1th those of h1s predecessors, the return of

‘the ‘Senate to a Repub11can maJor1ty, an apparent trans1t1on to more

| ,trad1t1onal and provincial vatue

y a 1arge segment of society, and
. most 1mportant1y, the ser1ous dec11ne of the Amer1can economy have set’

the stage for a-f.

o]ut1on in federa1 level educat1ona1 po11cy. Most
s1mp1y, the Reagan"adm1n1strat1on sees educat1on as a respons1b111ty of A

'state and 1oca1 governments and 1ntervent1on by the federa] qovernment
~as_undue medd1ing. Th1s altered federal p1cture is summed up by

Iannaccone (1981). - )

gl _The p!ob]ems of education will nothhe central to the .
a " major political issues the Reagan administration and ‘
. GOP leadership face. . The stamp of irrelevance will . _ .
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ST The basic po11b1ca1 jssue ahead is whether the 1980
ool realignment election will be converted into a lasting
. L mandate by Reagan and the GOP. . . . In the process o
. »~  the politics of education ahead will be shaped. My . = ! /
o b prediction is.. that the most significant aspect of ' '
these will be' in.the management of conflicts between
states and 1oca1 districts. (p. 59)

o

Thos, the once advanc1ng wave of federa11sm in education very possibly
has-been-torned back. The consequences of the ‘drastic change in policy,

'_however, are yet to be seen. Before dismissing federal influence on

,l-

g

1oca1 schools: as history, we must wait to see the 1eg1s1at1ve and Jud1c1a1
’ K

responses to the Reagan po1nt of view. Pend1n court cases regard1ng
. ¥
‘issues such as school busing and desegregat1on, spec1a1 education for -

T the hand1capped and aid to pr1vate educat1on may be the batt]ef1e1ds A\

«

sfor ﬁh/\reso1ut1on of conf11cts concerning the federal ro1e in educat1on. '

As—the 11st—of headILnes that . begin th th1s chapter demonstrates each of
B T q__i

\ these" 1ssues is part of the vortex that characterizes the M11f0rd d1str1ct

today,

A
£

Thé State Role

-

The ebb and f]ow of federal author1ty in pub11c education contrasts

with the steady stream of state 1nf1uence. Aga1n, important events are

iso recent that it will be many years before a trend is clear, but the -
Reagan 1n1t1at1ves seem to 1nd1cate an increased and more trad1t1ona1

role for the state. Thomas (1975) 111ustrates the age-o]d roots of .
that trad1t1ona1 concept1on, citing a pre -revolution mandate.

‘H1stor1ca11y, pub11c education as a local respons1-
bility and a state function can be traced to two
statutes of .the Massachusetts Bay Colony. . . . These
laws required that local communities establish: schools
(in which Bible reading would naturally be a major
activity), in order to prevent 01d Deluder, Satan,
from corrupting the youth of the co1ony. (p. 19)

28
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Although responsibility for ch11dren s souls has s11pped the purv1ew of

~ the public schoo] the impetus for state and ]oca] control of schoo]s o
remafns_a strong and contentious force 1n the shap1ng ofyeducat1ona1

The 1oca11sts were not 1mmed1ate1y d1ssuaded even by the drafting

_ po11cy.

ahd ratification of the United States Const1tut1on since that document
did not address the-topic of education. 0n1y the passage of the,Tenth
Amendment in 1791 s1gn1f1cant1y altered the picture. That amendment per- o
.mitted the states prerogat1ves not mandated by the Const1tut1on or express]y
forbidden by it. Thus, pub11c schoo11ng fell under the aegis of the
individual states. Since that time,many court cases have established
)- pub]ic education as d state function.. Edwardsv(1933) exo1icates the'
1og1c of state sponsored schoo11ng

R
"““‘“'“*‘”:::%—~~—In—1ega1*theonymthe~pub11c schoo] is a | state institu-

tion. Public education is not mere]y a function o of“*“““*=—<?~"wﬁ:;re—

government ; it_is government. Power to maintain a - T
system ‘of pub11c schools is an attribute of government

= in much the same sense as is the police power to ad-

' minister justice, or to maintain military forces, or
to tax. The state finds its right to tax for the main-
tenance of a system of public schools in its duty to
promote the public welfare, the good order and peace of
society. The function of the public school, in 1ega1 '
_ theory-at least, is not’' to confer .benefits upon the -
.. .. __individual as such; the school exists as a statg 1nst1-‘

’ tution becauseé“the very existence-of-civil-society. de=_ .
mands it. The education of youth is a matter of such
vital importance to the democratic state and to the
public wBal that the state may do much, may go very far

- indeed, by way of Timiting the contro] of the parent
over the education of his child. - The state cannot, to
be sure, prohibit private schools altogether but it can
prohibit the teachings of doctrines which challenge

, - the existence of the state and the well-being of
society. It may, moreover, require that children be

educated in schools which meet substantially the same
E standards as the state requires of 1ts own schoo1s.‘
(pp. 1-2) ;

~

»
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vespite tnis resounainyg- drgu’munb > du.VULd LeEd Ul 1nug v iaual Lumniuin Ly
contro1 prevented the formation-of'tight1y contro11ed state systems»of
schoo1ing. The state system.of education that evo1ved is visible evidence.
' of.compromise between the two prevaifing perspectives, In general,
state 1egis1atures create state departments of education to which are
de1egated each state's respons1b111ty for creation, operat1on, management,
,and ma1ntenance of schaols (Drury, 1967) School districts are estab1ashed‘“
within states according to state gu1de11nes. Nith1n those d1str1cts,)
however, 1oca1 boards are: e1ected and g1ven the authocJty to adm1n1ster
" the d1str1ct S schoo1s. A1though the boards are deemed.to be state-

. agencies, they are perm1tted a- 1arge measure of autonomy in their dutiess

Even though boards are compr1sed of 1oca1 commun1ty members, their ,‘

Desp1te their legal author1ty to run schoo1s, the states+*invo1vement4'

. beyond the creation of districts was reluctant. The fierce preservation
of education as a community~concern countermanded _much of the“potency of

the 1egisfation.. Furthermore, states res1sted assuming f1nancia1 responsi-

b111ty for a t1ght1y contro11ed system of state schoo1s, 1ncreased

RO —

taxation would d1scourage the growth of business and 1ndustry.’ This was
| a part1cu1ar]y powerful_argument for the new states of eighteenth and '
nineteenth century Amerfca. Desp1te res1stance compelling forces moved
the states inevitably, towards greater 1nvo1vement in education.

| One such force was the ideal of universal educatfon.‘ Th1s‘notfon
became entrenched in the minds of. the public during the colonial period

- . . . : -~

I3
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doctrine of universal education held that 'in order for schools to be
‘truly universal, they must .be secular, free and compulsory. - These .

givens compounded with the rapid urbanization of the’ 1ate 18005 provided
4
the impetus for more state control of education. Martin,(1962).summarizes--

the shift: o .
Notwithstanding a general reluctance to do so, the o 3
states have ,assumed more and more active roles in

_ ‘public education since about -1850, and there has

. been an acceleration in this movement during the

last four decades. In general, state-local educa-
tional relations have been affected by three major ~
developments. The first witnessed the setting by
the state of minimum standards in the domain, first,
‘of teacher certification. Next the state undertook
to influence the selection of textbooks in the inter-
est of standgrdization, sometimes supplying the books
outright but more often establishing eligible lists
from which textbooks were to be chosen. Finally, in=
creasing control came to be exercised over the subjects
taught. Having established standards.gver the years,
the states then created a system of supervision to
ensure that. the standards were met. (pp. 6-7)

A great deal has happened since states first began to legislat j

' standards for public schools. Since “their e eariy regulation*of~teacher-__;e““_;
cert1f1cation, text selection, and'requisite course work, states have
gone on to control many other aspects'of schooling. Figure 2.1 taken
"from the table of contents of a National Institute -of Education document

ent1t1ed State Legal Standards for the Provision of Public Education

(1978), lists areas of-education-presently legislated by state govern-

ments. : ' a

':i Insert Figure 2.1 about here.
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o Admission Requirements t
R Adult Education ' o
Attendance Enforcement Agent o
Attendance Requirements B
Curriculum '
- Extracurricular Activities
N - Grade Organization TN ; : : .
: Guidance ‘and- Counseling;P.rogram Sl | .
High School Graduation Requirements o ' -
Individual- Pupil/Records
In-service. Tr
Libraries: i
Promotion Requirements
Pupil Load-Class Size
Pupil-Teacher Ratio
Pupil Transportation .
Safety and Health Requireme, ,
Schaol Calendar. 'S%'fzj .

~ Teacher Personnel Polic1es'3’ y
- Textbooks ' "LI

General Teacher Certification o o -
Administrative Officers’ Cert g cation
Existiny Certification Require ts by Job Title

OA. ’

Figure 2:1: Areas of Stai
Standards fo

Pub]ic Education 1978): .-*f“




The trend vowards 1ncreased state control of educat1on is clear.vi
Bailey, Frost, Marsh and wood (1962) s1m11ar1y conclude~ oo

In a highly interdependent, technolog1cal wor]d the
myth -of local control of educat1ona1 policy-is 1ncreas-

ingly unrea11st1c. “(p. ﬂ})

Even though the .drive for greater federal control of educat1on
appears lessened under the Reagan adm1n1strat1on the agsumpt1on that
states will move quickly or eas11y to fil1 the void may be premature. |

AsJéan (1981) writes: - L : - '
" The "block grant" proposals that f1na1Ty emerged from it
the White House crammed education. into the same organi- '
. zational mold as health and social services, revea11ng
“either childish insistence on symmetry or stunn1ng ig=- : !
norance of the fact that, alone among the major human '
resources programs, most important decisions about
schooling are made at .the local level, that state-
lTocal relationships are varied and intricate; and that .
turning the. federal money over to the states invites
*as much red tape, regulation, and -bureaucracy as.
continuing: to run the programs from Washington. (p. 20).

|

Thus,;the course of education depends not only on the emergence of a

«clear and cont1nuous federal pol1cy, but. also on, the resolut1on by

p;pand soc1a1 'system. Our purpose has been to pa1nt the tenuous and sh1ft1ng.
' context of educat1on in this country as a backdrop for the Kens1ngton .
drama, the story of the school® s'str1k1ng changes.
Now we cah move one step.closer to the school. We car® flesh out the
story with actors uho committed themselves singly or in numbers to implement .

}
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a creditable schoo] system for the Mi]ford youngsters and to’ consider the
changes in the community whose growth spawned the -need for those schoo]s--i
a]] within the broader national and state.context. This story wil]
reveal that the pi]ots of the Milford Schoo] District were traditionalists
at heart who pursued’ the best of what conservative'ideas about education
always represent. 'The one exception was the'“outsider,“ Dr. Steven;
Spanman;-the designer of the Kensington dream--who arrived at Milford in f
a brief period of national euphoria and who was ab]e to. infect the community
with that spirit despite the local confiict in which it was embroiled. _
In the ultimate flow of Milford's history, however, his contribution _
.made on]y a sma]] r1pp1e as the district's conservative bent was swe]]ed
by an apparent return nationa]ly to more prov1nc1a1 va]ues. |

In the ear]y years of the century, Mi]ford operated a sing]e two-room
rural school governed by a three member Board of-Education. In-the
1920's, the district grew in size and numbers changed its status to a.
: 51x-d1rector board began a h1gh schoo], and bui]t an e]ementary s\hool
the Attucks, for B]aCk chi]dren. In 1928, Mi]ford appointed 1ts first
-’superintendent of schoo]s,-Mrs. C]aire.Briggs.~ That event, though far

removed in time from the Kensington School, began th’wlineage of superin-'

tendents who acted to shape the district and its schoo]s. Mrs.” Briggs
1s important in that’ story because_she;contrasted with the completely:‘~
male dominated administrations whichyfollowed her up to the present
time.. | | | _
E Prior to.her brief tenure as Superintendent 1928-1930 she started
the new Mi]ford High Schoo] and served as a teacher/principa]. Her

termination resu]ted from al]eged conf]icts with children teachers and
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the'board of education.' One member of the f1rst h1gh schooT graduat1ng
.class (1931) in an 1nterv1ew descr1bed her personaT1ty as "forcefuT"
"abras1ve. Another member of .the cTass, with good humor phrased his

perceptions mor.e metaphoricalTy "when she said 'frog, you Jumped.

: -~
- When the moment ‘came for Br1gg s® 5erm1nat1on the board spoke of -

rapid expans1on as cause for d1sm1ssaT '
) \y '
Our d1str1ct ‘is grow1ng so rab1dTy and we are in the
midst of a building program this year and we feel =
c - . keenly the need of a man at. the head of our schooT
¢ -~ system. (Doc., 1930) "

_Thus;'the responsibi]ities‘of the superintendent were. thanging in compTexfty
and grav1ty, the JOb was cons1dered too demand1ng for a woman by the early

lboard

Y

"Only two super1ntendents f1TTed the'pos1t1on between Mrs. Briggs and
Dr. Spanman who set the stage for Kensington's ‘construction in 1964 The
first, Mr. Fred Grey, served between 1930 -and 1935 He died unexpectedTy, )
a young man. Mr. waTter McBride foTTowed him apd held the office for
27 years;. McBride assumed the of fice dur1ng he Great DepreSS1on and T_
rema1ned at the post beyond the con war per od and Sputnik's far-reach1ng |
: Taunch The end of McBr1de s tenure and its c1rcumstances ‘bear cr1t1caTTy |

" on Kens1ngton S or1g1n and its eventuaT reversion to the old Milford
- type. ’ ? ) ‘ |
| The board attempted to replace McBride am1d cons1derabTe str1fe
<and controversy.. The confT1ct crystaT1zed in-the spr1ng of 1961 after
‘three new members were eTected to the M11ford Board of Educat1on. Each
7 was without prev1ous ‘'school board exper1ence. Three months Tater, by

’

unan1mous request the board caTTed for the res1gnat1on of McBr1de,
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iting that he 'had fai1ed to carry out board po]icies and procedures.

:;McBride rsfused\to compiy. : -

a : »" S

.young socia1 studies teacher,‘Ron George. As. pre51dent of the 1ocai
. q Ve LT

“ S

teachers organization, he appea]ed to h1$ organization to request that

the National Educational Association (NEA) enter into the district s

dilemma ‘as an impartia] fact f1nd1ng commission. His motion read: - -
Be it moved by the Milford Communi ty Teachers Association R
that the:Suburban County Teachers Association the Midwest el
State Teachers AsSociation and.-the National Educational - 2
- Association be. asked to set upia fact finding group which
~ would study the current controvers:al .situation existing
: - between the Board of Education and the Superintendent of . V‘", R
)? - -Milford School District. _ . ‘§. CoEnEE
oy oo * Such group to act as impart1a1 fact f1nder and to submit a - o
report of its findings and recommendations. to the Board of
. Education, the Superintendent the Staff and the COmmunity.
.(Doc., 961) -

4
- .
N

A copy of the motion and ;an acc0mpanying letter dated September A1, 1961,

S
was sent to the president of the board The 1etter indicated that George s ¥

-.‘-

- motion had passed by an "overwhe]ming majority." It conc1uded with/the 2o

sentence

We trust that you will hear from each of these organizations
soon and will accept this resolutioh in the spirit in which
it is’ offered {Doc. , 1961)

Responding to George s request, the NEA Commission on Rights and
"'Responsibiiities interceded on McBride s beha1f A 1etter3td1rected ““.~

to the President of the Milford Board of Education by the COmmission read- -
« As emphasized in the statement we hope you wi11 recognize
- : the need for de]iber§%e action by both sides .in the

e proposals made. The undignified treatment: to which Mr. N
e R  McBride has. been submitted does not affect him'as an 5

- < "~ 4ndividual alone,--it is considered an affront ‘to all .the

- "~ .professional personnel in the school. system. Under the -
c1rcumstances the Board of Education has nothing to lose an

[ a W E
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considerable to" ga1n in f1nd1ng a solution to the 51tuation ! fate
‘that will remove_.a good deal of the bitterness from the ' bt
present conditions and make possible an immediate- step .
. ~toward a. more,wholesome adm1nistrat1ve 51tuation. g
- : o (Doc., ll/6l) .

Later the commission wrote L : , BN
:,,,;fy;g-+: It ‘was not the purpose of th1s 1nqu1ry to. determine ,f
A - whether or not the Superimtendent was capable of '

* performing his. total responsibilities. It appears to many
members of the professional staff and to many citizens,
however, that it’'is nothing short of tragic for- a man:-

-who .has .devoted twenty-six years of service to the, school

.7 system to end his career, under extremely embarassing and

r*ﬁaunhappy conditions,, ,No information.was presented from any

S -source to indicate that there had: been any: dramatic change®.
L < . - in the personality, mental or- physical ability that would
: §> ..~ warrant such’ contemptuous treatment of-the ‘chief adm1nistra-
\ <

tive off1cer of the: school system. (Doc., ll/6l)

- o /\p v .
RO Near the end of the fracas, the commission developed several Tines

,>f f of argument - wh1Ch sketched the. breadth and depth of the problem and the

serious nature of the conflict They indicated multiple necessary aspects_“

of an immediate solution which could at the same time prevent future

W FU

”-,conflicts of a. 51milar nature, Eventually, agreement was reached between

QA;

SUperintendent McBride and the board which reflected the substancé of

*aj Yo ,1. . s\"

ffthe NEA Comm1551on s recommendatfbns. The super1ntendency was vacated

a nd McBride was hired for the remainder of his original contract as a

consultant to the~distr1ct One who worked with McBride commented that L

he wa%irea551gned off1ce spaqe which amounted to not much more than a
“broom closet " The,resolution of this 1nc1dent led to the search for
the next super1ntendent ;z‘ ‘ ‘ .
To pause for a moment we might review for empha51s several aspects:.
.”of this controversy and its solution.’ First there was the tremendous

f:turm01l that ex1sted over the replacement of the super1ntendent Second,-’

aﬂﬁigy b tween the M1lford community, the board of education and o

A




The new board 1n1t1ated change 1n p011cy, personne] and admfn1strat1on. e

et

The1r act1ons further prec1p1tated reactlons by McBr1de and the. eommun;;y

.teachers organ1zat1on under the. 1éadersh1p of Rondld George. fh1rd - ;&

the teachers' organ1zat1on became an. 1mportant e1ement in d1str1ct

X

5.

‘faffa1rs for -the f1rst time. Fourth an outs1de profess1ona1 comm1ttee,
again for the f1rst t1me was 1nf1uent1a1 1n d1str1ct affa1rs. F1fth :}\

fgﬁf” one of the Comm1ss1on S recommendat1ons was to- search outs1de the d1str1ct

| for the next super1ntendent.f By seek1ng soméone unconnected w1th the ,” |

conf11ct the poss1b111ty of h1r1ng an "1ns1de candidate“ was/prec]ud:d

. _‘ﬂ'..'; VL

j$1xth by work1ng w1th a seiection COmm1ttee o:iouts1de consu1tants,;

;Lff contemporary vers1on of{the nat1ona1 "o]d boys network " M11ford was

‘ .connected to the meh who tra1ned se1ected and contro11ed careers'and
JOb p1acements of most of the maJor super1ntendenc1es in the country.

T - And seventh the f1nab—contenders who emerged from the se1ect1on précess

were br1ght young, amb1t1ous and cosmopo]1tan men w1th outstand1ng

qua11f1cat1ons.u From our theoret1ca1 perspect1ve these key events,in

‘the transition from McBr1de to h1s successor set the occas1on for %@‘J;”.f;f

r N 4'r1pp1e in the traditional stream of Milford' s h1story wh1ch included thé ._31
| des1gn1ng, bu11d1ng, and staff1ng of- the Kens1ngton Schoo] ,"v;-i;;‘ -
To resume our chrono1ogy, the McBr1de era had 1nc1uded the c1os1ng fu

of the d1str1ct S schoo1 for B]ack ch11dren, At;ucks. The board mandate ;3?,.

that c1osed the sch001 responded to a ru11ng of the state S attorne(

genera1. The state 1eve1 ed1ct fo]]owed c1ose1y;the<1954 Brown vs. 5.}f';1

Topeka Supreme Court ru11ng that ended segregated pub11c schoo]s.; .V

h*';"f McBr1de had a1so seen the d1str1ct c1ass1f1ed as a Federa]]y Impacted

M .-‘ 9




S

‘.. Spanman era.u Spanman s editions provide a striking contrast with the “!?T~k{:¢7°

< .

‘ ?i‘Area, which enab]ed the schoo]s to app]y for funds to bui]d schoo]s.

the community s pqpu]ation swelied the district had’ constructed eight |

._:Jnew schools. Hisfera c]osed in a time of community growth and optimism.t

' hThe nation, too, swe]]ed with pridexfrom ear]y space-f]ight successes e

U and a, successfu] standofﬁ with RuSSia over missiles in Cuba, and eagerly:.
antic1pated Kennedy,s "New Frontier.“ ~ , * ' o :
o A maJority of Mi]ford S Board of Education--but not all--sought a

o new, young, dynamic superintendent to 1ead the district in this hopefu]

Py

for a cha]lenge, a young man qﬂear]y on the move, a. rising stari* Inter- _

persona]]y, he was impressive and charismatic.. Dr. Spanman was described '

e ) ‘
as “a man who cou]d ta]k the birds out of the trees.ﬂ (T? 1980) He

i,“

promised to bring a quality, future oriented education to the boys and‘ 17'

"

‘E’

girls of.Milford f?”g"' ';ﬁ".. . .e“'." : lb?_f‘ et ff:_.} j;"<*?5?

Mi]ford's community news letters give a fasc1nating view of‘Theﬁ

routine reporting of bus schedbles, high schoo] sports ca]endars, home

UC" .

- coming events, etc., of previous issues.. Instead his sweeping head]ines '!

portray an educationa] utopia, down the road and around‘the very next

' corner. In an ear]y edition he urged his staff to prepare for the futU”
Sy ';%: New ideas, new ways of Tiving ahd " new techinol ogy require
" new and equally challenging ideas .in- -education, Teachers -
must be aware of. thejr- added' responSibilities because of
these changes. (Doc., 1962) '

The impact of Dr. Spanman on the smal] Milford community was nothing
A N e A
' 1ess than spectacu7ar. .In two sQort years he’ arrived found ferti]e soiT

;L“J:for his gdeas and proceeded at a b]inding pace tb ‘commi t’ the district to

a mil]ion dollar construction agenda, entertained nationa]meducational

e ,, ’ | .
';\‘ . L B . . } N ~ H
n. ) L T N . / .
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time.. Steven P. Spanman Ed D., burst»upon the scene ready and Wi]]ing;,;;:h"y'



the trad1t1ona1 district curr1cu1um, and ra111ed parents to causes.,

,an outs1der he was never able tp rﬁ@ﬂy them to h1s cause.

5 old he was prov1ded a face-sav1ng ex1t he rece1ved an opportun1ty to

fKens1ngton, of course; had been cpnstructed° 1t was Spanman s 1egacy to

-?offered a ohe-year contract. The new super1ntendent had taught .

Lt ey T © 40 e

-
: -
. . Lot 4

f1gures, p]aced the district in the national mediaﬂlfmelight,.invojved

his teachers 1n ar amb1t1ous and exhaust1ng 1n serv1ce program, a]tered

» -

"“ ¢

“As we 1pd1cated 1n the: ear11er account Anatomy of Educat1ona1 Innovat1on,

“
.

h1s pace.was too fast for many and h1s “parade" was’ left beh1nd _An

essent1a1 part of that parade was the old M11ford adm1n1strators. As h

[
[

Lo
ra J
It rema1ns speculat1on whether Dr. Spanman read the handwr1t1ng on

'”,ﬂthe wa]]--the sh1ft1ng po]1t1ca1 and econom1c c11mate in the d1str1ct--

or whether opportun1ty knocked fortu1tous]y, but, st111 on]y 35. years

s

e spend a year w1th Nat1ona1 Foundat1on,,a prest1g1ous, innovative educa-

B t1ona1 organ1zat1on. In the spr1ng of 1966 the annua] schoo] board

elect1ons occurred w1th the1r seasona] regu]ar1ty. A d1sgrUnt1ed board

a

member, who had been faced down by Dr. Spanman ear11er was Jo1ned by
two new members. The new men. were supporters of the ear11er, more

trad1t1ona1 McBr1de perspect1ve of the d1str1ct. Once aga1n, the power

4
vt

. sh1fted 0ne of Dr. Spanman S rema1n1ng supporters, who had the. Super1n-
ﬂ_;tendent S res1gnat1on in hand, subm1tted 1t. Spanman neVer returned to .

"'M11ford “Eventua]]y ‘he’ moved on to a major’ c1ty super1ntendency.

A\ d

L e

e

' the d1str1ct.,.4 ﬂf" T- B | . LY

] : e

Dr. Rona]d George qu1et1y becameésuper1ntendent of M11ford on

!

| May 27 1966. 0ne of four cand1dates from 1ns1de the d1str1ct Dr.,,;

George was voted in on a 4 to 2 sp11t dec1s1on of the board He was .

>



oL e s o Co . .
L : »
o ‘eTEmentary and Junior high schooi in the dTStPTCt for a dozen years,

o ‘and récentT; hgd compTeted a doctorate in education at City University,
"-George SQuneventfuT rLse %o superintendent was. in contrast to his earTier

, ,." districtﬂactiVities. Durinﬁ the turmoiT of 1961- 62 when the board

~
r - - - «

«. &nd district had attempted,to Sust Superintendent McBride the teachers
. " organizatign had become a. maaqﬂkforceunn determining district policy. -

RonaTd George was the organf:ation S qutspoken president : | : %3
\;“ . Dr. George s activities in ﬁ*at conflict had earned him an 1nfamous" ?

¥,

s pTace in the record of the board §’proceed1ngs. Their minutes cTearTy
indicated that they had not entireTy approved oﬁ his interventions. .

3
- '-.;, Mr. Henderson moved that junior high schooT teacher, RonaTd
o George,. not be re-empioyed for the school. year 1962-63 be-
cause of h1s.contemptuous attitude' toward board members,'his
1rrationaT behavior in public, .and his totally unprofessional .
-behavior. "Mr. Obermeir. seconded the motion. :'. . The motion
.failed (Doc., 4/62) . - *

L4

RonaTd George was abTe to hon on, retain his: position and gain stature

~over the ne%t few years through the teacher organization. The same '

1

_board: power shift that indicated the end’ of the Tine for Spanman created

R

the opening for George. It is ironic that he was both instrumentaT in .

the: process that Ted to the hiring of Spanman with the resuTtan?pTibera}

'.

change in district agendas, and as Spahmaniﬂ‘repﬁhcement became the s

»

Teader of the dTStPTCt s conservative re-consoTidation. Today, Dr. fg

N . - wa e
. >

* George remains Minbrd s superintendent. " _ . B
P ‘& .
LI effect Minord s "back to ba51cs“ period began earTier than did .

the nationaT trend ‘The cTuSter of tighter controT and discnpline, ;‘ L a

seTf-contained cTassrooms, use *of text books as curricuTum, and*assign-
» : 12 s =

sthy-recitatJon teachi:z/methods thCh charactérized George's agenda for A

T 2
the schooTs was;also, part of the mandate the\board presented to George\ ~
. ; - N 13' . . , . : ~ . l‘ ) : ; e )
X T S SR C * '
~ : N 1 - v . < A1 e e




at the time of his appointment In-an'important sense, this reemergence
of traditiona] teaching methods presented no prob]em because the maJority
\'of Spanman !s appoin ments had departed This meant, in effect that Dr.
| George s Kentra] ofi\ce staff were individuaisn ‘as was he from the
&ear]ier McBride era.‘ They were localists and traditionalists in the
best sense of thoseéwOrds. o | , . o ':,‘
The pace of events in the Mi]ford district slowed in the first part
- of Dr. George's continuing tenure. " Kensington was the 1ast schoo] built: '
in the Milford district. For a while, conflicts over bond issues and
 tax levies took on a less\p_ﬁssfng\and emotiona11y charged qua1ity. The 3
51ze of the distr1ct student body continued to grow but at a slower ‘ '
.rate;v The teaching staff was still riding on the sa1ary increase of
| previous years, inf1ation was under reasonab1e contro], and the fact
f that purchasing power was graduaiﬂy eroding was little noticed. 5{,
“In our view, some - of the most important variab1es “that- a1tered this

v

. relative Tul s in Kensington s stormy environment and which great1y
™~

winf]uenced the schoo] S program were demographic changes especia11y
~“popuiation sh1fts.u Ihey were’ important items even as, they set probiems
t Mrs. Briggs "cou]d not hand]e" early in the district S history, and they

consumed the energies of everyone 'in-the 1952-64 period of “popu]ation |
| exp1051on. Now, in the second ha1f of George' S tenure they aga1n

~ influence all aspects of‘the distr1ct s business. Again these changes

S
* ’ — A 1

seem born of currents generated i’”the nested systems of M11ford s and
- ,V_,....,_—ﬂf,’.,’f-. J
Kens1ngton S context and over which the schoo] has no contro]
On” our first return 1o, M11ford as this study began we~commented on

&1‘(»

the tremendous change in the appearance of the community.

+




\v/’“\
, . Larder Road is totally- changed and it's now a h1gh ay.
e , « « «I've just passed the school which is on my 1&ft.
The flag is flying and the kids are out on the p1ay round.
. « » Everything else is totally built up. I can't get over.
all of the apartments, the new subdivisions of- sma11 houses
. « . just everywhere. (FN, 3/77}
Ia
In our f1fteen year absence, Milford underwent a transformat1on through

.extensive land development. Perhaps with nosta1g1a, one can still view
at one corner of the Kensington's play yard a stable and small farm.:
But few other reminders of Milford's rural roots remain. Numerous apart-

ment comp]exes, subd1v1s1ons of sma11, 1nexpens1ve "honmes, shﬁgp1ng ma11s

v

and great]y expanded roads and h1ghways'c a”“cter1ze most of the com-

munity.

Most of . th1s wave of construct1on ‘occurred during the late. 19505 and

*ear]y in the 19605. It coincided with a county-wide boom in buSIness and
industry and the white’mjdd1e class migration from Metropo]itan City to the
suburbs. . But the bulk of the construction of the large apartment complexes

came 1ater, beg1nn1ng around 1964 and continuing to the present., In the

m1dd1e years of the 19705, the M11ford communi ty qua11f1ed for federa]
. hous1ng support wh1ch made the apartments affordab]e for m1nor1ty fam111es
who sought better 11v1ng conditions than those: prov1ded by the deter1-

orat1ng areas 1n the 1nner-c1ty. The resu1tant popu]at1on sh1ft 1eft.¢~ﬂ~-“'

e

S —
Kens1ngton Schoo1 60%..Blacks=when™ Just a few years before only a few
_,_,_\—/’_ .

1so1ated Black students had attended the schoo] The community as,a.

'who1e became segregated w1th a maJor highway separating the predom}nant1y

White ne1ghborhoods from. the few 1ntégrated or the predomunant]y B1ack

al"eas. D . ' ' . . - E ‘2’. ) St

During'this flux, there were nany;instan;es of school boundarf@ﬁhanges o

" in the district, but one set of schools in .the districtxremafned mostly

: ¢ -

Lt ‘ ) » . . ' . -
. . . i An o~ -




- . é
White while others became 60-95% Black. Despite the number of Black
students which now comprise the schools, there has never been a B]ack

pers

e1ected to the Milford Board of Education. Two Black women re-
cently ing for election were.overwheimingiy defeated. District
wide, theréx sione BTack administrator, an assistant principai. .The.
district remains dedicated to a neighborhood ‘concept of schooiing. In
‘short despite federa] and state efforts towards 1ntegration, in this
.area Mi]ford steers a steady course. That steadfastness, 1ronica11y,
is a maJor factor that may add to Milford's future turbu]ence.
Beyond the racial issues confronting Mi]ford the community is
f’/-\\ suffering a dec11ning popuiation and -the same’ gioomy economic outiook at
w_which the rest of;the country present]y stares. Schools close and busi-
nesses and 1ndustr1es die out or move, seeking greener pastures. The
result is a decline in Milford's tax base, and attempts to levy higher
| rates on the'property owners who remain are overwhelmingly defeated. As

the. student popu]ation drops and schools are closed, teachers are dismissed.

\.

- This 1ssue Joined by frustration over the district 'S 1nability to-raise

,_‘. -

teacher saiariesw'which’are aiready suffering from 1nf1ation, fuels-

B e

T militancy in the teachers' organization and spawns the threat of teacher :
strikes. _

These are the local environmenta] factors which form Kensingtonfs
most immediate context today. Joinéd by the seemingly more conservative
4mood of the‘nation and its leadership, and‘Minord's‘own'conservativefre-.
’consolidation 1ed by Dr. George an almost 1rre51stab1e Cross: curregi__

sweeps across Ken51ngton s prow. These conditions, in part, explain

Kensington. today. They explain the origin of the issues alluded to by




the head11nes which opened this chapter. And they foreshadow the course the
school may sail “in the future.
. - Summar
I -
In-summary, we see the contemporary context of the Kensington School
evo]v1ng through 70 years of conflict argqued at nat1ona1, state and local
levels in Jud1c1a1 chambers Wegis]at1ve ha]ls and board rooms. Aga1nst

th1s background the M11ford commun1ty5 'ened 1ts f1rst schoo] and later

appointed its first super1ntendentn
have its schools led by a man becaU',_:j th

- job. The d1str1ct opened and 30 years 1ater; .
for Black chi]dren._ Milford rece1ved ever 1ncreastng.ieyels of f1nanc1a1
assistance from the federa] government beg1nn1ng with aid to fund a

massive school construct1on enterprise des1gned to cope w1th the student

e
o

pressures of the post World War II baby boom. o ;;;;Tfefff<¥f’-'

_ Later _the Milford- Board"fresh from a controversy over the firing
'ﬂﬂﬂfotﬂaﬁsuper1ntendent, sought an "outs1der." Th1s young, dynamnc person
proceeded to 1mp1ement a series of 1nnovat1ve steps, 1nc1ud1ng the Kens1ng-
ton "dream," ‘at a t1me when the nat1ona1 agenda 1nc1uded e11m1nat1ng
.hunger and poverty from the nation.and the wor]d. The COmmun1ty, f1ndfng -
jtself in 1ncreas1ng1y d1ff1cu1t financ1a1 stra1ghts f1rst balked .on
‘the passage of tax levies 'set to fund the new superjntendent S amb1t1ous

1

"p]ans and']ater rejected levies needed to continue'routine‘operations.of

v ' ‘the schools. - . ‘ S - | b
’ The district economi¢ retrenchment was co-tenm1n us with increasing
rates of 1nf1at1on and unemployment g9t1ona11y and with sp1ra11ng federal

- taxes to fund expand1ng aid programs._ It followed a decltne of public

. ~
aR -




Super1ntendent of Schools. Representatl

"tram t e fat,“ and;ge of
' as eff1c1ency and acCQu‘ abi_

1.8 PO ;Few peop]e w111 d1sa§ree hat
S re'p]ay1ng out."the. chaos -and confusion’i

: the soc1ety. .-Theré:ate: ‘higher:prices, fewer jobs,. general

*nv; dlssattsfaction thh,‘utures, ‘and the school represents the:

' one place where theﬂpub-;c'st111"has a-chance to voice its

' any hing igone wrong (p. 259) ’

o

2.course.. The next chapter

-~ the’ years.,f;tfflff




CHAPTER 3
* R THE VIEW FROM THE PRINCIPAL'S OFFICE

Thus' far we have taken a br1ef Took at the Kens1ngton schooT 15 years
‘after our 1n1t1a1 report and found the bu11d1ng, the program, the staff
and the students very d1fferent from what we had left more than a decade»
'l'before. Then we backed away to gain.. a broadf erspect1ve of the school’ 5.

: ffcontext wh1ch we descr1bed as turbuTent and 11ke1y to rema1n that way

A
,__.’_- L

'In this chapter, we return to Kens1ngton and_exam1ne—the~schooT “from the -

'»4~«perspect1ve‘of 1ts pr1nc1pa1 In the process we learn someth1ng of the

man who mustff;ad:;h{s schooT and the*'g":1cu]t;nature.of the pr1nc1pa]ship.

A Succession of Leaders Vo

The morning of the ‘birthday party the bakery sheet cake was carr1ed
in by two teachers. A Targe blue- green whale was: sculpted in icing and ap-
peared to be 1eap1ng from one st1cky wh1tecap of frost1ng 'to tHe next, as
»

45?;;?,3Dr. WaTes later sa1d}’"A1m°St like a super-whaTe, 1939‘“9 into’the air!®

| Dr. WaTes, himself, arr1ved earTy th1s day. He was very exc1ted and

Jf»ga1ned an1mat1on»when he saw h1s whaTe cake. He res1sted cutt1ng his cake
~until all the facuTty had arr1ved and a p1cture coqu be taken. F1rst a '
camera was needed. Then as flash cube after flash cube fa11ed the staff
scurr1ed around- unt11 br1ght fTood T1ghts were found as a- subst1tute.. )
Wales endured the Tong deTay in good sp1r1t wearing his red paper b1rthday- ‘
.boy crown,_hon1ng up his cake, and grinning broadTy. A g1ft was presented

It was a picture of Charlene Tuna, Charlie Tuna's supposed spouse. The

fish was pictured wearing a long blonde wig and "coming on" 'as"a~rea1 sex




.siren. An inscrfption'read,-“To_my favorite'princfpaT, Dr. Wales. I

Tove you."

~9

““and to support h1s staff The extent of. the1r pT as

i?ﬂilfo.h as pr1nc1paT of the new schooT but rema1ned for Just unde

“The man in the red paper crown was the newupr1nc1pa1 of the Kensington

) w3 \

schoo] Dr. Jonas Wales, beg1nn1ng the second day of cTasses of h1s f}rst

«.» . v 2

year at the schoot. The party refTe;ted the genu1ne Tove affa1r that ﬁquﬂﬁ

L b

was bToom1ng at thjs“ear]y point between the facuTty and the1r new. Teader._f

The staff was pTeased after a long 1nter1m of weak Teadersh1p, to beg1n

’¢

Kens1ngton.

The ,Shelby Era

The fl/St man at Kens1ngton S heTm was,Eugene SheTby. He came’t_,

" ~f_
‘« v

: eav1ng m1dway through the spring semester; This

the fact that he was v1ewed as a “dev1ant newcomer“ to the d1str1ct by

, other M1Tford pr1nc1paTs and, T1ke°Super1ntendent Spanman was never

: abTe to, obtain the support a peer reference group caq prov1de.

w1th1n h1s own bu1Td1ng, confT1ct with his staff deveToped dur1ng the

~ first year over SheTby s professed preference for a “bottom to top" or

democrat1c Teadersh1p styTe and the 1ncreas1ngTy d1rect1ve stance he
deveToped In our earTier study we characterized h1m as “1ntenseTy
anaTyt1caT“ and “pass1onate in the pursu1t of rat1onaT1ty. ‘His. ego was o

involved 1n his work to the extent that his own 1deas were seen as “nnre



vital and more real and more idea] than thing elSe that might be 4

arrived at." Other V1ews of She1by 1nc1uded his, uncanny ab111ty to
"sel1" his program and bu11d1ng. A staff member ref1ected that She]by

LE

' v1rtua11y “bra1nwashed parents" with the pos1t1ve aspects of the program.

— e

" The 1arger Milford d1str1ct however, rema1ned unconvanced" The 1mage

we are 1eft_w1th is of aman f111ed w1th a true be11e# in the: new e1ementary

educat1on who ‘came to M11ford an, outs1der and 1eft re1at1ve1y unchanged:

f,years of the schoo], as was recounted 1n'deta11 in our- original’ account -

f'7FYet the overwhe1m1ng react1on L;.years later was conta1ned in the joking

i-one 11ner,."Eugene who?" The ver absence of comment about him was a

:'telling comment, The man-w L .name arose coannua]]y and unso11c1ted

was Michael-Edwards. Theihistory’of_Kenstngton_s 1eadersh1p had become a

history of Michael Edwards. -
 Edwards's Reuisionary Decade - _' 1' : _’? |

: . o : : : . # ‘ , > :‘
Michael Edwards waS'born‘and raised-in Milford's neighboring Metropo1itan
1'

‘thx. He took his f1rst teach1ng JOb w1th M11ford 1n 1949 at an e1ementary
school. " In 1956 at age 31, Edwards was promoted to pr1nc1pa1 at Field

. 'Schoo1 where he served Just under 100 years. Those who worked with him

| descr1bed the 1ast coup]e of years af Field as a t1me when sta1eness and
'boredom began'to set in.. Shelby 3 unt1me1y res1gnat1on from Kens1ngton
provid@d~a reSpite.. From a f1e1d of six app11cants, Edwards emerged the
new Kens1ngton pr1nc1pa] ﬁé L o N | |

.

We are to1d that Edwards go/?u11y accepted the new pos1t1on but

,‘,. o \‘\\‘/‘ i . o N .7
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-

'immediate]y faced prob1ems. Dur1ng the last . few months of the schoo1/§ S
year, the Kens1ngton teach1ng staff had ra111ed around the memory of ggi,ﬁ'f

:"the1r departed 1eader, refusing to 1mpart any a11eg1ance to the new
man. At the end of the school year, Edwards rece1ved 17 reswgna91ons

from the Kens1ngton staff. Much of that summer was spent 1nterv1ew1ng

@

app11cants for those pos1t1ons and when schoo] aga1n began 1n the fa11
t

a rev1ta11zed staff greeted the students. Edwards had chosen both beg1nn1ng

and veteran teachers, but most came from w1th1n the M11ford d1strqct.

o In 1980 14 years 1ater we found that one fourth of’ the teachers work1ng

“

at Kens1ngton had begun w1th Edwards 1n 1966 In a11, one half. of the

I

facu1ty were h1red by Kens1ngton s~second pr1nc1pa1
,.o-

When the 600 students entered Ken51ngton at the&beg1nn1ng of the

L]

;'schoo1 S.. th1rd year, they found that the new. pr1nc1pa1 had/made .some-
' changes. One of the staff members reca11ed that f1rst encounter and

- talked ‘of the changes. | , . ,i L

The k1ds were not - a11owed to make as° many cho1ces.,- ‘
‘[In Shelby's era] they °were allowed to make choices:. .= .. =
all day long, and choices in jpportant things such as, ;. [
"Do I want-to go to math c1ass oday, or do I want to - = :
'go out and- p1ay. I o ”' . Lo

And I can remember ta1k1ng to [Edwards] about 1t and he e
~ said, "Oh no, ‘the kids will have c1ass.".'. . We said S
to the kids, "This is the way we' re to do it now, ..
we're all new and this is what we've deci to do." e
- The amazing part of this [is] the 1ds never said=-or
very seldom sa1d "But last year we . .. o1 a]ways
found that very amaz1ng.L_ Coe T

And another thing 1 remember is when I passed out textbooks'“
the kids were terribly excited; "This ‘is my. ook?" . . .
. "] get to keep it all year?" They really Hked that textbook
3 that they could keep in the1r desk (TI 1980) )
Thefcurr1cu1ar mod1f1cat1ons appeared to have been carr1edeout sw1ft1y and

"_smooth1y.; Those mod1f1cat1ons endured throughout Edwards S f1rst s1x years.



CoLAL Ll e

jhstrict curriculum guidelines were adhered to" ‘more ¢ osely, teachers used

—

L]

more din@ct 1e§tures and students' 1earn1ng act1vit1es were more schedu]ed
qgand\\;ps 1ndepend§nt i’ "f;"‘ e | “
With these changes came a modification -of the or1g1na1 “perception
core" to a more fami]iar “resource center" pnd the “covered play she]ter" o
[—fi',.was sea]ed with brick to become the lunchroom and gymna51um. The“first .
interior wall was bu11t in the ?choo] S basic skills area. It ended the'--
tota] openness of Ken51ngton“s or1gina1 de51gn. And ‘the school! s interior |
' aquarium was>drained because carpet lint continua]]y c]ogged the system S
]f pump and f11ters._ Overall however the school reta1ned its open fee]

.and v151tors interested in its: 1nnovative design continued in a steady

stream. “Edwards spent much less t1me and - effort with these guests than‘

4

@

f:'had h1S predecessor.-

Over and above the 1nstructiona1 and phy51ca1 changes at ”Sington,

' there were maJor d1fferences in the persona]ities and: 1eadersh1p sty]es of

' -,She]by and Edwards. Both were "child-centered" pr1ncipals but Edwards '

-~

, was ab]e to integrate that phi]osophy suceessfu]]y with the schoo] s program, .
putt1ng him more in synchrony w1th the community. He waS»able to.defuse
: much of the community S ear11erudisapprova1. A parent c]ub member told us:

¢ Mr. Edwards was--how do. I put 1t--5ust a very spec1a1 :
person. Everyone respected him over there, and there were - :
no personality conflicts or anything of the sort. - He worked - = -,
hard with the children, and the children respected Mr. Edwards.
- : _ He had a way of ta]king to '’kids, and he could just say .what
L - he had to without using phy51ca1 punishment or anything of -
" ' the’ sort We. worked with h1m quite closely with the Mother s
C]ub (TI 1980) _ _

Not by ed1ct but rather by examp]e Edwards S 1ove of children '
became a: modei for h1S teachers. As one teacher reminisced '“I think

all in a]] that h1S philosophy rubbed of f on a maJority of the teachers. T




";.f. . that you can Tove a chde and ‘teach’ him. They dori’t have to be

lpf';f.ftwo chderen in 10 years. ﬁ

.t a: . . ’.‘ . L.
L oo . . %,

-
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li“_’punished " Edwards non-punitive approach to discipTine the strength

;o'

‘f‘kof his personaT rapport, and a. cooperative, Tower-middTe-cTass group of
:.";j,students made for few probTems.. Students who were referred to the

'fvprinCTPal for misbehavior found a soft spoken man‘yho had spanked 001¥

et ' : . e

The divisiveness and confTict that marked SheTby s era were, gone.

s Edwards aTTowed the teachers considerabTe autonomy in instructional

. ‘\'

\"*filmatters.y The frequent facuTty meetings and the night'and weekend pTanning

'7.sessionsnaTT but disappeared In qontrast to’ SheTby, who maintained
t’an administrative aToofness from his staff Edwards pTaced TittTe f !

;fisociaT distance between himseTf and his teachers. Parties, banquets,

'iceTebrations,.and generaT good humor were part of his formuTa for a ,{ ‘

RN o ohesive and hargiworking teacher principaT team.

.Tto visit other innovative schools. and programs. -1;T-:.fjf',;*}”:'3

’try new ideas and to experiment wﬁth curricuTum. Hef ot onTy was

'workshops for his staf f,” and provided opportunities for'his teacherSfQ;vf'

-

Despite Edwards s propensity for more structure in Kensington s

’program, he was an innovator 1n his own right. Though not in the

.\, R

."aTternative of grandeur" styTe of SheTby, Edwards encouraged his staff to

supportive of teachers' ideas but aTso took the initiatjﬁ in

2

'\'opportunities for change and renewaT into the- budeing..=Dne teacher“}_"

B

reported "He was always. searching for ﬁew things and %etteﬁxways to

do things.“ He brought guest speakers into the schooT, arranged for‘ ;ﬁ%f,f

‘y"

| The situations and attitudes described above represented the l'gonen

years" of the Kensington SchooT UnfortunateTy, that gonen era came sTowTy

’;"mto an end over the Tast four years of Edwards s tenure. Edwards s faiTing



hea]th comb1ned w1th M1Tford 'S drast1caTTy chang1ng rac1aT compoS1t1on,_

brought new probTems to Kens1ngton.> These two factors at Teast 1n the -

eyes of Kens1ngton 5 teachers contr1buted greatTy to changes that oc- ﬂ

g) curred both dur1ng Edwards s Tast years and dur1ng the terms of. succeed1ngt
\Qpr1nc1pals. .l'.&\..'. . /‘.‘V'l - -

The proport1on of wh1te to BTack students attend1ng Kens1ngton SchooT

dramat1caTTy reversed At one po1nt there were 24 Nh1te students for 5N,

V..--

‘ eyery 1 BTack-student OnTy four years Tater the rat1o was 1 wh1te student
to ZIBTadk students.. 0ne teacher remember1ng th1s tranS1E1on descr1bed the

_ mutuaT adaptat1on requ1red_of the new students and the aTT-wh1te facuTty
‘ . e W L. L
- Just the 001&2. ATr1ghtJ 1x\years ago, nevep woqu you “'. o
have found th1s.. If she [a team teachér] and I“were 51tt1ng
_in’ the .classroom where we were visible, wHgres we: could be - .
o -% seen, our. kids’ -would not say a.word. - The worst' th1ng I ever D
e © - had happen in all the years that- -1 -taught before that' _year .
: when things started changing was one’ of ‘my boys--a very
bright boy--got mad at . qnother one, and’ put-his books in the _
- sink.and’ran water over ‘them. That was the worst th1ng. e
I never. picked up a. paddTe until four' years.:ago. - That was, not
.-my way and “I've taught k1ndergarten, f1rst rade, you_know,
aTT the way. through i _ 3*‘ ' S

w

The d1fferent Tanguage. ATr1ght the k1ds used to
, R, “ talk about--1I remember the first. t1me we heard someone -
S ,'%”amf;,. /was “mellin'" with somebody. "Mellin'," I thought %

Lo, ,Oh dear, how do I face: this one?" - 1 come—to figd out it "o
C e *N;f‘yﬁgwas mess1ng wj tth “‘you know," "bother1ng,“ you know)," I
e e AT upsett1ng.? Maybe I build this up toosmich, okay, but I

. L was confused ‘1:didn"t: understand. I wanted somebody to .

'ﬁhe]p me. . I wanted to know how'T could keep teaching.fifth
! igrad? read1ng ‘when.'my. k1ds were att a- f1rst grade read1ng R
Teve what do I do? T . : L e

'\7,:

And then the f1ghts._ we ‘were not used to’ that at abl.

And you'd be sitting in. the classroom teaching when.all of = =
-a sudden two of them wéuld jump up and starts sgoing at it. "ﬂﬁeﬁ '
One ‘time I got between two.of them and: I reany -got -hit- and .. FE

. it was the 1ast time. ' I'backed off and I said I would, . %

SR - nevéer do that again.: +,« o1t would be “interesting to look - "
Ty <" up ‘some - of the: IQ scores.” It used to be nothing for us-to-- "
S .~ _’have an. average IQ of 110 and now we're Jucky 1f aur. average N

IQ 1n a cTassroom 1s 95 or - 100 I don t T1ke to go

' . . 1 %‘ - . - R . . e . . , B . .
e E , . s . - i Y . . N T L, . - . L
. s . . . P S « sy . . B A . N v -




v
. i

'Another teacher Jo1n1ng the conversat1on sa1d

’~des1gn,u The first teacher added W

1Q's, don' t ‘det me wrong, but it just used to fascinate
me that there were so many bright kids. . . . The other v
thing was not listening. I could talk 'til.I was blue = &~
and they would-talk to each other'or they would just simply
+  ==they cannot look you in the eye'at all.. »And-this looking
~ around.would ypset me so much because I, you know, Do I

‘.grab their faces. and turn them around? Do I forget it and $ RO

‘not care whether ‘they#look at me? How do I HKandle that? . .
I could not accept the fact that every other word that“came
out of their mouth was, you Know, dirty. And I. couldn't ~
accept the fact thatgthey were sof verbal and talked, all the
~ time. Not that I couldn't accept.it, just that I was having .
a very hard time handling it. . . . 1! m speaking mor of :
’ the 1nner c1ty rather than just B1ack (TI 1980)
N
Whether th1s teacher S percept1ons ‘of the sh1ft 1n students at . e

Kens1ngton were accuraﬁe, were: marred by frustrat1on %nd apprehens1on,

[ 3

- .oor were s1mp1y eﬁtgnced by the passage of years is not rea]]y the. po1nt

here. .The fact is that such percept1ons by the teachers had consequences T

‘s
on the schoo1 S 1nstruct1ona1 program as we11 as the phys1ca1 p]ant.

Another teachen commented o o " 'j'? .
In those first years ‘I don' t ever remember having a- ch11d A
who read below fifth grade level, and having them at fifth -
'grade Jevel was rare. So now, all of a sudden, you had this
-whole bunch that--you had to revamp. your th1nk1ng, ‘'you Know, -
you couldn't teach them as-a whole group. You had to revamp
complete]y. (TI1, 1980) - . e

.
Yeah, that s sort of when the "d1v1s1ons" and that- a11
fe]] by the wayside, I think. = (TI, 19800

v"D1v1s1ons"'referred to.the cont1nuous progress group1ng arrangements that

- subst1tuted for more trad1t1ona1 grade levels in epe original Kens1ngton

&

., And.more and more teacheh& requested‘Wa11s. That was
the first thing they thought--I s3y they thought, "If
I. have two walls, one on each s1dé, it w111 ‘be better." .
(TI, 1980) - . - I

Thus, the -radical shifts in pedagogy,and'pTant”that we-foUnd on our

»
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£ TELUFN TO RENSINgLON DEgan Witn TAe TeArs oT tne StarT wno suodenly e
wmégced a Iarge numbes of stugsnts theygﬁEdn t understand - Their urgent‘

‘need to f1nd mechan1§ms th@y cou1d use to cope w1th the new student

,r‘~ <

oA group drdve them back to whatrnas most fam111ar and what seemed to offEr~“

_ hope for the most cdﬂtroT self 86ita1ned c1assrooms,'r1g1d curr1cu1pm,

and t1ght--even coerc1ve--d1sc1p11ne‘ - - ‘ 't-' ﬁi' -

'~'|.

Dur1ng th1s t1me of t acher adJustment and chang1ng cond1t1ons,

Desp1te ‘his 111hess, he 1ns1sted that he wou]d:

| Edwafds s hea]th dec]h jd"

© see the schoo1 through 1ts tr&1ng times. * He still be11eved in¥ h1s ph11osophy
_and program but as g support1ve pr1nc1pa1 he madeigogcess1oh after 4

o | concess1on to"h1s c]amor1ng §taff The wa1ls cont1nued to gq up. Grade’ - =

"1eve1s reappeared LTrans1t1on rdﬂms were, created s, giat needy students B
. &, 2 'h', . . ‘
icou]d receive extra, ass1stance w1thoﬂg be1ng stwgmat1zed by failure or ﬁy : -
AL .Q. ) .,‘“ . . ’ ‘ .‘ L . .
be1ng held back. oo, P . .

b : R "

" ‘ .
R I 0ne teacher recg]]ed the wgy in wh1cH»Edwards s fa1thfu1 staff

P

(o vﬂ’ -\ [
c1osed rg&ks about the1@ a111ng 1eadeﬁ R

[
D L4

wenyatched h1m diexis what we r@i]]y d1d We watched, the = .
, . man that used to run?up th% steps and’ runﬁdown the steps
- ' ~ barely able to get up, and have -a véry d1fficu1t time . . :
‘ « - getting._downg. But never did he fipse h1shf1nes§e h1s c1ass ..
. his abiTfty to make a decision, dr uphold sameone, orto .
' tell them they were wrong. . . . Afid even when he was 'in . e
© -the hogpital = . . his only des;re was to ‘get back t6 thig - . . %
.-school, because this was his ¥schoght, this washhis respons(- I
_bility . . . and a11 this-time we H&d problems--we_had 9. '
“classroom problems,’ fﬁghts, knives, you knaw, we hads .. -
problems. So we lgarned, in essence, to fend for ourse]ves,q‘~ .
" to go to different people to get the assistance’ ‘we, needed.. "~ "
L spent hours on .the phone at night gett1ng parental cassis-- - . .
tance... .. We just protected--I don't think centdp office .
ever reahzed for years how sick the man was. . (TI, 19807 S ’? :

®

Edwards, then, held fast to h1s ch11d-centered beliefs, hop1ng they Y

WA [ P
+3 e
-would bear for Kens1ngton S new students the same fru1ts as they had for. .»-

. % ws 8 b .
' students of ear11er years. Short1y after h1s death win apprec1at1on of ;ﬁ-&
| 85 | S
. - . E o 70 . . [ :
. .‘..-ls . - . i ﬁ) ‘ i : . ° i . ) . . A ‘»' m .




" his ded1cat1on the commun1ty and district renamed the “school the M1chae1‘
. Edwards E]ementary Schoo] 1
Mark1ng Time: .~ The HaWk1ns Years

b . .r) " )
T, Kens1ngton s next pr1nc1pa1 was‘W1111am HawKins. He was preceded

' 'br1ef1y by one of Kens1ngton S teachers, a woman, who many of the ‘staff

¥ o

. ' fe]t shou]d have been appo1nted io the pr1ncha1sh1p. As Hawk1ns, however,

commented 1ater.

[ e e -~
There are no woman pr1nc1pa1s #n M11ford as I m sure
you're. aware. There was.one a long: t1me ago . . . and -

_ she was relieyed of her position. . . . There's not been a

. woman pr1nc1pa1 in th1s d1str1ct since that t1mé. (TI
'1980) ' - i ‘
- ~ ) ) 4
Hawk1ns grew up -in-a small rura1 commun1ty. He taught and served as .

" A -3

)

a pr1nc1pa1 before coming to M11ford in the 1ate 1950 s. He reca11ed the

B

urgency around his appo1ntment as Kens1ngton pr1nc1pa1.

o ' ’, X One day Dr.’ George wa]ked in and sa1d “I've céhe after ¥
R you to go to Kensington School" as Mr. Edwards' ass1stant ‘
- ".. . .He's i11 and I want you to go over -there this morning. "
@ - - Mr. Edwards had gone tasthe hospital that morning and he
»+ .°  died‘four days,later. never did even get to see h1m.v_gwune¢-~
’ « . So I took over co1d here. . T :
’ L ® 1 come in cold with. the-idea of try1ng to improve the
- _ d1sc1p11ne~as ‘they- were having a-great deal of calls
. .w,;,,,,“”"ﬁram parents at’ the central office. They were having.
S T -+a lot of ‘discipline problems with children fighting and
) " th1ngs like this. So .the first morn1ng I come into the .
- ~.school,~out in front on the circle out here and up on
N , _ X the h111 there must have been 150 kids p1ay1ng right
ey ,ib. out in the ‘'streets where the cars were coming in. Sg
~ & 1 decéded something had to be ‘done quick. 1 called the
Rt director of elementary education to come over and he come
S . over that morping and we walked around the building and
‘ L broke up three fights the: f1rst time around. Lo : :
S S .o .

LA ™ . . - . ] .
. ) . . . E oy

- ,h R 1 For purposes of c1ar1ty ye w111 continue to ca11 the schoo1

Kens1ngton. . W _ e ‘ SR

” f . . .




1 suspended three children, I think, that first week.
¢ And things began to cool a little b1t. Every time I would
. call a parent, practically, their theory was "You've got
*~ to use a paddle up there at that school," and I hadn't been
~ used to doing that. -So I tried to break up the situation
~and 1 began discipline and to control without it. But
‘after a while, I finally decided. that that was the ‘way
you had to do it, and I--so the discipline problem was
the: thing that rea11y bothered me when I come into this
P school. We don't have that much discipline problem--
’ we do have some yet, we a1way§‘”111 have, I think. “But
- anyhow, that was what I saw the day that I come over here.
'(TI 1979) _ A

Hawk1ns s adm1n1strat1on of- the Kensgngton School was comp11cated
' Qy the trans1ence of the school's newer fam111es and the h1gh turnover?
rate of the pup11s. Th1s problem reached a peak during the 1978-79 school

*  year when 49 students enro11ed in the schoo] and 102 1eft a fluctuation

e

T

of fu]]y one th1rd of that year S student body. Furthermore,fthe“
- T

enro11ment for the f1rst time of V1etnamese’ch;1dren added the prob]em

e

of non Eng11sh speak1ng students to Kens1ngton S burden., ' _ .

e &

S In his candid manner; Hawk1ns spoke of a further comp11cat1on that he
felt was re1ated to the changing student popu]at1on.

'we have already, I believe within this year, referred
I would say 25 kids to Special District. And all the
children that we refer just about after they've tested
them, come up with Tearning disabilities. There are
more learning disabilities than you can imagine 1n a
school of this s1ze. : , , , .
We have to take ‘them, we have to accept them Af they
live in the district, @nd we have to let them go if C e
they decide to leave the district. So@l don't know, B
the only thing that I.could see, and I havé sut
this many times, is to lower the ratio. [of s tudt
to teachers]. ’ i

° sy wTH
A

N

[12]
wn
ct
[1°]
A
[52%

' ~ Asked why this strategy had'not been epbfoyed, Hawkins replied: 3

'=Money.x The same thing with making other ehanggs. ‘ ,
Most changes cost money. This district is a véry ‘ .

" poor district, operating on the same tax level they s
operated on in 1969. Here it is 1979.; (TI, 1979)

N _‘7“2_ s

W M




=, each two White we hire. - (TI, 1979}

: B1ack teac

New state and federa1 regu]at1ons further affected Kens1ngton. The

‘state mandated that a standard1zed test of basic skills be g1ven in all

d1str1cts yearly. Hawk1ns feared th1s wou]d 11m1t Kens1ngton S 1nstruct1ona1
prerogatives. In add1t1on, state 1aws govern1ng conora] pun1shment were

_nged, confus1ng;the‘§tudents-and the community. _And finally, an order
from the Equa1.Emp1oyment'opportuniéy ccmnnssion forged the Dirfng of

Kensington's first Black teacher. Hawkins'commented- ﬂf.,u«57"

TS
‘w

The EEOC caused us to start hiring.Black teachers, I guess.

I started asking for Black-teachers when I. first came over
X _ here, but- it didn't take the EEOC long until someoné had
__—=—reported us and now we have to hire one Black teacher for

s
A

A]though Hawk1ns ‘appreved of the new h1r1ng pract1ce he did not
be11eve tha pract1ce alone necessarily so1ved any prob]ems. H1s f1rstf
th expressed the. same he1p1ess d1smay w1th the students as
did most of the. other teachers. Hawkins described h1s attempt to ut111ze
the new teacher as a consu1tamt in dea11ng w1th d1ff1cu1t ch11dren.
So bi ca11ed her and asked her about th1s prob]em “and she
.said, “we11 how could I“answer your quest1on, because I
was not ra1sed 11ke [these students] were." (TI, 1979) o
Desp1te Hawk1ns S frustrat1on with and concern for the schoo] and

s

its students, he d1d not be11eve he could turn the-schoo1 around He wa's

near the end of his career in educat1on when we returned to Kens1ngton )

¥ g
and 11deEdwards, h1s predecessor Hawk1ns suffered from deb111tat1ng

_health prob]ems. H1s percept1on of h1s capac1ty was 1nf1uenced by.that

S

- fact. C——— e : coe L X
.. o . m‘,“ B o ‘.°

L]

Two years ‘ago next week , T had,a .heart attack‘and have been ‘
(111 with this ever s1nce--m1ssed ‘probably 40 days this year--
‘with being i11., So I iave not been able to really put too
muc pressure ‘on in changing the situation around here and
know1ng that I.would only be here for two years. . . . It
takes V1m and v1gor to;rea]]y make changes. You ve got to.

58



“He fo]]owed a pr1nc1pa1 who had stamped the sehoo] 1nde11b1y. Kens1qgton

'-descr1bed in Chapter 1. He is marr1ed a’ very proud father of three g15{'

‘deve1oped both h1s draw] and h1s 1nterest 1n educat1qn.d

'teach math’ 1n a- Juﬁ;or h1ghusc 601 of e'Mhlford Schoo] D1str1ct. After f:7f
e )

. one year he droppéd‘ou%;of teach1ﬁ§ to %onswder other poss1b1e careers ;"l

I3

s rea11y be able to prove to them that you be11eve in what

you are doing. (T1, 1979) T ';;' R
Thus the Hawk1ns years can best be descr1bed as mark1ng t1me. Th1s ;HK
th1rd ‘principal was a gentTe, fr1end1y man, beset w1th health problems.» vi;ﬂﬁﬁp'
‘at the end of h1s—career. H1s roots were sma]l town, rura] Southern. ‘:Q:didf::

h o el

and its 1mmed1ate ne1ghborhood cont1nued.¢o change at a rap1d pace dur1ng

his brief tenure. C @f“ﬂ_fbofﬁiuhﬁﬁ f;";ﬁff;fijl.;?f;{':fjn,uvﬁp

The Current Head: Jonas Wales ’1; e T; . ﬁi
We return now to Dr. wa1es the new and current pr1nc1pa1 of the 5 ¢

Kens1ngton Schoo1 the man on whom the present facu1ty bases 1ts hopes '73.1Z? i

3 AN ‘f

for a smoother running ship. He is a phys1ca11y 1arge man.: He.deserve 3

?;‘

every gaping inch of the open-mouthed expressaon of the young ch]ldx

e

and an act1ve 1eader 1n h1s church. He gnew upf1n the South Mhere«

;

He graduat‘~

Ly ” , LA
a1gebra and tr1g nom try.‘ Durrng th1s perfod he cont1nued tak1ng courses .7
. ek ) o

.,at the un1vers1t §>t? earnedﬁa master s:degree 1n.secondary educat16h o
:,He returned to théthgﬁentary schoo a3 ine | ‘
1n that pos1t10n§%5?“fbur$yg%rs;r,jg?f, ¥ ‘ﬂ
Wales . fo]lo&e% a;colleague toé&ﬁe m1dyesA;; W vi?
. { s . 7k 3 e ,- Py

K e e I

. . ‘"j “ ‘ /a‘ fzyf;‘ ! ,“'1:} § '
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| T e e T SR
Pl TR R

F ’i? ?f“' e e : | .

T AV A .



b stud .es teacher _across the J1a11 Rona]d George futu‘r : s e .‘

o5 %

_nacks. Twofwooden cha1r$ cramggd the rema1n1 ng

W

" ™ . : dbs g‘iﬁn
uThe door stbod'Ope(f,_jea% ng the ma1n entry to"’the schoo] ~and the




teacher, Wales " spoke of h1s rest1essness as a teacher and suggested at 1east

one mot1vat1on for mov1ng up the organ1zat1ona1 1adder.p;

'Ne11, in the classroom you have two : bas1c prob]ems. One .
is to teach the subject matter, and 'the other,,d1sc1p1ine-
‘wise, is keeping your classroom under control. . . . Here
[as a principal] I have much more [to doJ. . . . There [in
the classroom] I'm confined to this box all day, one room. :
In between classes -I cou1d stand in the hall but then I'm
“always right back in there. -Here, [in the principalship]
I have much more freedom to move around just individual
freedom to move around. . . . I have a var1ety of prob]ems
to deal with rather than just curriculum. It gives you a
~wider range of things to do which I like. I get to deal
with more adults this way rather than always just having 25 -
youngsters in. there. . . . Sometimes [the pr1nc1pa1sh1p]
gives you some harder decisions but that's what they
pay you extra for. (TI, 12/79) .

g

wa1es descr1bed the year he spent-as an 1nter1m pr1nc1pa1 in the M11ford ‘
d1str1ct s1mp1y. f"I got the JOb done in the way [the d1str1ct adm1n1stration] t
,wanted 1t done,“ he sa1d He assumed that- thatdgxper1ence had he]ped 1.‘ '
him 1n h1s b1§bfor the Kens1ngton pos1t1on.u He® related the manner in wh1ch;

Mg

v‘-,he had obta1ned the 1nter1m pr1nc1pa1sh1p. T o

-Dighdhow. the centra1 off1ce staff and they knew 1 wanted to

" be a. pr?nc1pa1 and so they asked me to take the . principal's
‘JOb for. one year. I had been supportive of the administration.
50 that some of the: peop1e who wanted the job had not been ' °
‘quite .so supportive. . . . That means that I don't go .

3.’around ‘knocking the superintendent and writing his name PR

~ -with funny cartoons. ‘Basically, my. ph11osophy is much the

" same as the central office staff where some of the others =

'-do not have the same ph11osophy. (TI1, 12/79)

wales emerges here as a man w1th a rura1 background who had the 1n1-'

t1at1ve to- work at outs1de JObS as an undergraduate and then to proceed :
/

' a1most 1mmed1ate1y to post graduate work wh11e beg1nn1ng c1assroom teach1ng.'

q

"Exper1ence as. an e1ementary pr1nc1pa1, serend1p1ty, an ol' boy s network

and tow1ng the adm1n1strat1on S line brought wa1es to the Kens1ngton

A

'.Q.'pr1nc1pa1sh1p. H1s mot1vat1on at 1east in part, stemmed from h1s persona]

-need to escape the 1soTat1on from adu1ts that character1zes the trad1t1ona1

»

c1assroom., o




.’

&

XWaTes talked further of his. assumption of comﬁand'ana of his view bf ,

~ Kensington's primary phob]em.=

& -

a

. They offered fhe school to me and 1 talked to some of the

people and after that I recognized that discipline was not
ass strict, as tight, as regulated, whatever . oo that I

_would like it to be. So that was one of the first things I
“wanted to get established was that we were going to have

- discipline and the kids were not going ‘to be ‘horsing around
in the classrooms. Teachers were to teach and discipline

would be my responsibility henceforth. So I .have taken
quite a bit of time with the discipline issue for that

. reason because teachers.should be teaching and they can't
- +do that jf‘they're having a problem in the classroom. . . .
Basically I wanted [the school] to get settled. down, to-get .

into a certain mode that I warited it in. (TI, 5/80)

‘When asked to ‘describe that mode, Wales sboke_df hiS‘tréditioné]&x' 

'edutétional philbsobhy and the way he pérceived his_role.

Well, the mode that I would like to have is a philosophy I
have about teachers. Teachers are to teach and my job as
principal i§ to coordinate that and to. alleviate any problem - -
that interferes with that and to support them in any way

" with materials, with myself, or whatever it takes to support
" them in their teaching jobs Thqy're'supposed-toube teaching

-and I'm supposed to be ‘a helping person .who makes teaching~_:  ‘ .
.éasier and ‘more effective, whatever the 'word is, more effective -

or whatever it takes for them to get the job done that

‘they're_supposed to do.. I view myself not as a boss, exactty,
e,

" but as & person who's here to help and that's what' I try to
do as far as discipline and getting .[teachers] supplies,

whatever things like that that will help them, I try to do. =
(TI, 5/80) : o o : T .

N U S - B
Wales made it clear, mopeover;_that_ﬁe saw the'sqho61 system as a' .~

hiérarCHy‘ih,whichihe?and otherthéd‘Very spgtific}r61es;f 

Ta
v

i

.
-7
!

.@I'Qé‘aiways.been‘in the mind that a superintehdent'sets |

the tone for a district and the principal sets the tone for
a school and the teacher sets the tone in the way he's

t B .

4 3 e
*7 going to run.the classroom.

Let's start with the youngsters. .It makes no diffebence%"; ,
to me whether they're Black or White, they're studenps'and,
we educate them. . . . We have a very good staff,..a very .
dedicated staff. - We.work hard at the business of teaching

,Eg :

v

o &
T

T -
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and we have what I th1nk 1s a.reasonab1y good curr1cu]um.

« « « We could do a few more things if there were more money
" “available, however, you have' to work. with whatever parameters g
- that you- have. « + . One of nature's-rules .that I- think any ——
~principal has ‘is for his’ school to run smoothly- ‘and pray. R
+ that the kids learn and that's the pr1mary th1ng, to work "-- R

toward th1s end (TI 12/79) ‘

_d

wa1es S stra1ghtforward v1ews of schoo11ng, that students were 1n schoo1

to 1earn, that “teachers are to teach F and that pr1nc1pals set bu11d1ng tone,:t{f

‘was cons1stent with the v1ew$ of the front off1ce 1eadersh1p.“%These v1ews
;:a1so trans]ated 1nto severa] dmrect strateg1es for.runn1ng h1$ schoo1

| F1rst he was very aware of the importance of - h1s facu1ty._ He ’l‘ 3fr‘yrf )

' 1_'s1mp1y sa1d '“I cannot do the1r JOb "f Keep1ng$h1s crew work1ng smooth]y,..

then, was . one goal to wh1ch he devoted much'energy. HefreVea1ed severa]-.‘

means to- that end. | o B

In the area of h1r1ng, Wa1es re11ed on 1nst1nct mak1ng sure that N

"~3prbspect1ve staff members wou]d fit 1nto both h1s wor1d v1ew and the

A

‘soc1a1 system a1ready 1n p1ace at Kens ' ton. His comments regard1ng

‘.the h1r1ng of a new music. teacher and.the”way 1n wh1ch he narrowed the i

=2

o field. of cand1dates, revea1ed h1s approach

. 1 don't know exact]y what 1 shou1d say. Just two out of _
- the five 'seemed to-me the type 'of - people that I wanted. .'..‘~
- .. They were all. youngd. . . . s0 age was not-the deciding
§ factor. One person’ came here and ‘sat there and talked to’
- me'with a-low cut dress, high cut skirt. This. does’ not -
- impress me.s I'm impressed -with young Jadies who are good
. Tooking. and that ‘but. for a job.1 don't need that. I don't .
go just for the’ v1sua1s. ‘Hm interested in mus1c--not ‘the .
- person just for the person.  Another. was pushy. They Just
- started telling -me how ‘good they were and how well they
~ liked kids and how big a -job they could do if even g1ven an.
" opportunity and I: thought they oversold themse1ves. _ ,.ﬁ*r’/
:"(TI 12/79) T LT BRI

Thus through th1s process of e11m1nat1on the f1e1d narrowed.‘ There o

seemed to be no quest1on in Wa1es S m1nd when one cand1date struck a

, part1cu1an_ grespons1ve note._,hﬂ' - _-fvu . .:k.;i;;




:Now the lady we h1red came in and sa1d "You know
I've -been -out of teaching since I had children because
T wanted to get my children in school before I went ‘
back to work. I hope that doesn't hurt'me." And T
said, "That's what my phitesophy is and that s what © .
my; w1fe d1d, so that's a plus rather thana negat1ye.4
'So."everything. that she said 1ike that hit with1n_the :
~ kinds of things that I want to .do with kidss « . . She
. was-very pleasant and kind of struck me as hawgng the
'4'k1nd of ph1losophy of music that I want. (TI 12/79) ;

Once aga1n the 1mportance of "f1tting 1n" ph1losoph1ca11y w1th the
d1str1ct prove§ an lmportant,point 1n understand1ng Kens1ngton and the
M11ford D1str1ct.. wales reiterated that po1nt and descr1bed how the e

-fly ex1st1ng teach1ng staff must be cons1dered 1n any decis1on to h1re a‘new.

"culty member. ' _ .
' N ‘f fjaYouogot to k1nd of get a fee] for the person, . e e Nhat
S -l dois try to hire a person who fits my concept of MUS1C
IR "~ ‘or.P.E. or 7th grade or 5th grade or whatever and also-
’ ‘ - 'who will fit 1nto the building with as 11tt1e “turmoil- as"_. e
. possible.. Turmo11 ‘is- not the word but. the dlsrupt1on, S
L Jjust 11tt1e th1ngs that fit in with peop]e. In, my e
4 . opinion it is necessary: for a-faculty to be,.to get . -
' ~~ -along basically in-order. to ‘have a good teach1ng situa- -
“‘tion in the ‘building. - If you have.a lot of bickering and
' f1ght1ng, I think it hurts your educational program SO . o Lo
"1 always try to p1ck someone who w111 f1t 1nto the bu11d1ng.. ,
a(TI 12/79) o : -:.' B R St

-

Th1s concern for the 1ntegration of a new teacher 1nto the faculty

2;;/‘u ( system 1eads to Wales' second strategy for keep1ng h1s staff work1ng
—~ !

happ11y, ma1nta;n1ng espr1t de corps. Th1s too, required h1s attent1on

B\
and energy. ' _ N .
B It doesn t take care of fﬁ'§] . What I try to do, well
SRR ‘1% s hard to explain.. I} 53;- keep. a give and take w1th
-, -each one. of the teachers¥f¥iyidually, myself, and always & . ¢
S . i try tol be on good terms with’hem. I hate, I don't like- .. = = .o~
s . . . . the term espec1a11y to make th" like me, but I want them - _

~to feel that they can'come and’41k to me at any time. . ... =770,
Tl don't want/them] to feel; -1ike, well, this is not that

~ - important, he [the prin al] is not 1nterested in me. o
- It is .better 'to have th?igeasy\comradery that lets the -

'j?teachers and me know exactly where 1 stand as far as' . °
. v ' N 'd: - =




Y.

: ) .. - .a friendly pr1nc1pa1 rather than a-boss. principal "
S/ . s0 that any time.they want to discuss anyth1ng they %
R - ;_nbcan ‘and they-come.and tell me ‘that .they're having q;p o
T . th1s d1ff1cu1ty.. Then. 1 try to ta1k to them and- .see - . .
“what I :can do .to solve; any . d1ff1cu1t1es., Most .of [the .

o . o . . o
di sc1ph he and those k1nd of th1ngs and yet try toﬁ?

Lo .

. R facu1ty] has been here qu1te a while and. get along’ very -~ PO

P well, - However, there are some .hot spots here and there‘if£'¢7=‘¥i;.,

! ..+ for which I try to find-some ‘happy [middle] ground’that T {?”
"f;everybody will. be at 1east med1um1y p1eased with. ', (TI ¥2/79) 5 e

A

Lo Wales s Sense of humor stood him in. good stead in th1s regard Events"
. v ?

11ke the b1rthday party descr1bed at the open1ng of th1s chapter d1sp1ayed '

¢

the mesh between h1s w1t and the facu]ty s 1ove for pract1ca1 Jokes.

-

After that party, one teacher had commented on how n1ce 1t was to have a

~ 3

Jd‘ pr1nc1pa1 w1th a sense of humor aga1n and compared the b1rthday party

: w1th the happ1er days of Edwards s years,at the schoo]

'y;'E ;Tp' e Wa]es,,however, d1sp1ayed 11m1t9' H1S 1eadersh1p was, nOt ent1re1ydkfyi'°

d : orchestrated by h1s teacher S’ needs, v1ews and hab1ts. Another post- aoiif7;f-;
,_ party comment. revealed th1s aspect of-'-hTS Cha"acte"' One ‘teacher re-

v_ﬂ;:;f f1ected thab;he had thought the party was in part at 1ea§t "brownﬂf:':.';i;“.f

7 T W
nos1ng" the new pr1nc1pa1 H1s cyn1c1sm was exp1a1ned by h1s "1os1ng“ﬂm"

s e e

- 1n an exchange of wzt w1th Wa1es tfffday-before. »Summary observat1ons e v

elate that em sode C T
| 'Wa1es had been in the. teacher s room and had said, "Where' s
" your k1dsvuj The“teacher said-something back 1. ke, "Gee', -

. thought a‘good principal would know where his classes were.-jf”'; 5
" In: front: of Wales,"the teacher to1d the story and said that R
“he was now ene up on the pr1nc1pa] and in a teasing tone =~ - 7

. ‘gontinued, "I'm glad we're.still fr1ends;after [-zinged ;~_ _

‘s¥ you yesterday."- Dr. Wales retorted, "Oh .you-are one up ‘1 o

@.r1ght now, but I'11 catch up. .If you've seen the a111gator R
-on-my desk which has' the 1ittle sign on. 1t,.'I don t ho]d B R

' 'ZZ.§ o e grudge, I Just get even.‘f (S0, 8/79)

~

The 1mportance of g1ve and take between pr1nc1pa1 and teacher was

‘ g}
: recogn1zed by wales, but 1n the ehd he was w1l11ng to bear-up under

° ::‘.' ‘. . . ._,," :;_
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1fcr1t1c1sm 1f h1s dec1s1ons went aga1nst the gra1n of the staff 1n matters f,

that he cons1dered 1mportant. Th1s p01nt was c1ear1y made in our 1nterview ,?t'

°

‘“f"a','7:w1th h1m.. , _
) f?\ : Nhen I came here we had. two f1rst grades two second Foro ﬁg:?“f.
'Q-' X grades and‘a first~and second” grade split.’ Well, I i;“.Q'“'

‘don Lt 1ike first grade/second grade splits because I
- 11ke my. first grades to be smaller, and so‘after. three
- or four weeks, I ta1ked to them [the teachers. 1nvo1ved]
~They sa1d they weren't opposed [to a-change] but they

... - 4" weren't for it, either. - So finally, T .just made .the" - : -
~ove 77 ! decision to.do away with the . . . split and made- three i
S _ ~small.first grade- classes and two larger second grades.‘-)
Te A few. peop]e have had to work a.little harder and I will; o
e try next year to even:it out a. Tittle bit. If, on .occd _bn, o

EE it is necessary. for you to do these things. to, continue the' .
e s _program that you're interested in . ._;~you justihave’ to~ﬁ-u
take whatever flack that is 1nvo1ved o - Tcan. stand 1t.s

(TI, 12/79) | \ o

4
[ 7O

I
E 2RI

E - ':a-"Thus, Na]es was aware of the potent1a1 cr1t1c1smrhe Wou1d rece1ve from ;fﬂjr“f
o -the faculty 1f he v1o1ated the1n w1shes. He was wi111ng to do th1s J‘fha,;:f(h

- occas1ona11y for the good of h1s program, but~he ma1nta1ned the v1ew of.z o

. ':the 1mportance of "even1ng it out a 11tt1e b" T 1me 1n the future. '
>”He appeared 1n many ways to app1y an 1ntu1t1 ‘benefrt»ana]ys1s or :

'pragmat1c prob1em so]v1ng approach to. 1ssues at-the schoo] An examp]e

”g-fv-of th1s fo11ows.. H1s sty1e is apparent in a d1scuss1on of h1 _unhap-.' _
f«,;;“‘:x :p1ness w1th a trad1t1ona1 and schoo]-w1de Ha]]oween party, part of the T
éJf:f'j"student and teacher cu1ture of the sch001 -ﬁ~'fn".ﬂ f, *‘}'Z‘{if l‘ﬁ&:;tir

_ You see, I'm, maybe these th1ngs serve. a purpose that o
.+ . I-don‘t recognize, but basically, I'm opposed to very ‘f T
.. many of these Kinds: of th1ngs that. go on dur1ng the .
" school day. You .think-about tffe.number of hours, pupil-. o
.+ hours, that are devoted to these things. . Now, maybe that PR
- e .can be made into [an instructional- exper1enceﬂ I' under-"
trliooTii istand, but most of these things I4vebeen involved in.:
‘*'-gj-'ll,;"have "just been fun and -games. . And fun and gamesare 'j ,
So¢es o w7 allirightras long .as they add to ‘the. 1nstruct1ona1 program,
W wo.mo i but if they don't, then L'm opposed to its go1ng on during’.
gaie oot i+ - instfuctional time. If I had a'way to do so, I'd do away
S e e '-'w1gh .that. But I don't know that you could do. that w1thout

. e . . . ) e :v . . .:. e ) . . ...' _Q .
- . R . ) T . ot A T :
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Lo e R S R T IR
.:-351,;‘“ caus1ng more: upheava1 than it wou1d be weorth in- the B
e Tong run..:1 think, it might”cost me more instructional ... . . .
ST e Stime: and 1ncompat1b111ty with the teachets .,._.than N i
""157”3'; - 1t wou1d he1p me.- (TI 12/79) %}'s;?"~, DRI HENEE
Desp1te th1s d1sagreement w1th h1s facu]ty over the event the party wemt 3.\\ _
. J A _, “ .u'vf‘ o
on. In th1s 1nstance there was s1mp1y not enough to‘be ga1ned from ten-y_ ‘
\{_ m1nat1ng the custom. °,;f;'i:f;f’}-3ﬁ5~~*¢_;*j;ff '[,3g~'“ N}i; mef_f o
Xﬁf;j}f' | There was a th1rd obv1ous strategy wh1ch Nates emp1oyed for ma1nta1n-
\ 1ng h1s teacher group. He cons1stent1y app11ed ' S
s1tuat1ons of teacher-student or parén
. t’examp1e fo]]ows """ Ce Vf:7¢i§i.';5'ff;”-¥’;f'ﬁ,f.]'fgg '." ';' A

If the teacher has’ COme-1nto compet1t1on w1th a student--. L
in my . persona] op1nion, the- teacher is never'wrongas . . . .«
“ long.as we're in. .Jhat. situation. . We had a student trans= = .
e e " ferred. to us’ from‘ﬁhe of - the other e]ementary schools ! -
el today . he's transferrefl because he's'already been -

S .~-.suspended tw1ce ‘over there: and accaording to the repprt

i 70 "that ‘T%got, "it's the. schooﬂ 's fault thate he's having A
ST rthese troub]es._ So, the- superintendent transferred him ~ *

0 Jherel t S0, 01 Just to]d the ‘student 's mother thi’s morn1ng~-
. >”f-ﬁ;that she d1dn 4 have to’ transfer him th1nk1ng it's going - .
ey to be-an easier school, the'pr1nc1pa1 wasn't easier and & Lo
=) T Iknew the teacher wou]dn t Be. eas1er because I gave~her . . 7 -
.\ To g7 the letter.  Iisaid, "You.got a” ggad1t1ona1 teacher and - e

R ¥ ve-got a- trad1t1ona1 ‘principal. dnd. it-isn't go1ng to. .. e s ,

Wasier and ‘he's go1ng to havé to toe the Tine and do. S
Pwork." .1 tr1ed to make Sure that she understood . ._.*:"*'

: -j,thaa:he d]d ‘not“.come ‘to. &' place where he's. g01ng to get - g.'ﬂ;fy7 .
o a ay with JUSt whatever he wants.. So she s weﬂ] warned Ty
\‘ E ;- ‘ ?.n. . . '( N 'I 2/79) ' ‘_ . _' ) _. X ‘; : . e - g .‘ _.3 ‘.' . ..:’g" !,'-"

i, sy P * e o

n th1s transaction, w&1es dwd set out c1ear expectat1ons for the 1ncom\ng 5

m11y, but 1t was a1so c1ear from h1s comments that 1t was d1ff1cu1t for;

(

'u

',_],* ¥ hvm to conce1ve that the pr1or teacher or schoo] cou]d have been at ;i{ ;if'ﬁi?
fau]t for~the ch11=d s dwff1cu1tfes._._, Sl T :.-‘_’_ TNY

B

o x"h '5‘3\ There were other_w'hhnggﬁph1ch Ua]es promoted h1s gll1ance with theg?f'Q_'j

-

facu1ty.,“0ne was what' ef‘aw as 2 very unusua1 act1v1ty for a pr1nc1pa1

: a’ - ‘ B B ° . . - - n o e," . .
..--1unch room superv1s1on. .,.,,z‘;_zgxi,i‘i_ o Aff.{__~';5f4"' ;
) o o -_,' - "T. ‘ ) : . oo . S 2 .. N
- Afi”j‘*nv'f';."-.f' el ST '
. . R "..’. I 5 674 N s T \ > h
| S R . " .3,‘ . 8‘2 9 “ ~. :
i o 4 . . .
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t .sﬁaCed among the tab]es, frequent]y w1th a padd]e protrud1ng consp1cuous1y

N BNy LA LA
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Now, I don't know that any other pr1nc1pa1 dm the
- distr1ct does this. . . . It's the-other thjng that

g1 do to:make the bu11d1ng run smoother.. My presence \ :
e in the Tunch room makes -it run smoother and it takes, . 5
o any responsibility from the teacher of having to gheck R g

‘ all the time. They can just walk off and forget about
~ it and eat their lunch because they need some time to -
" relax in there 'when they‘eat; (T1, 12/79) - s

“a1es s "presence" was very v1s1b1e dur1ng the 1unch per1ods as he

v\h

¥y

””?'fran his back pocket. His posture left no doubt that order was the -* "

rule. And=order generally did preva11 durqng the three, hectic lynch

. : - » ' ’
,shifts in which batches'of 150 or so restléss elementary school students
were fed in 30-m1nute per1ods. ¢ _ . T ' T

wa1es preoccupat1on with d1sc1p11ne perhaps was best exp1a1ned
l

under the same rubric of promoting harmony w1tp1n his schoo] and among

f/h1s facu]ty. It was the ‘other s1gn1f1cant aspect of "keeping the system

'runn1ng. Spank1ng students was not uncommon. Suspend1ng offenders,

a1though d1stastefu1 to\wa1es in severa] ways, became more rout1ne than
’he 11ked Detent1on, ho1d1ng students after: regu]ar schoo1 hours, was ;g

1nst1tuted over the obJect1on of at 1east one outspoken teacher.-swe ft

_.noted at the t1me that thg obJect1on was 1gnored by Na]es, in an apparent

v1o1at1on of h1s tendency to move w1th h1s teachers._ It was noted

é

however, that th1s part1cu1ar teacher was a soc1a1 1so1ate dn the facu]ty

”,system. wa1es s meting out of pun1shments d1d support his teachers, gut

=oe T s
. \

as’the fo110w1ng_comments d1sc1ose, he was not 1nsensnt1ve to'the studqnts;
& , o : o e o

or their parents. g R : n_;ﬁ,
“”*ﬂ . I suspended a kid once.and that's a dec1s1on that I don ti
"~ 4 like.' That's tough in Phe sense that-we can't teach him’
% - unless he's here. - And. that's .a tougH decision to put him
. out for a number of days and he misses those days of
instruction. . .-. Wehad-a fire drill. And going out



K S
; *ooon, the fire drill, he was push1ng and: shov1ng and after
PR ‘"a teacher said, "Stand in line and dgn't push and shove,”
o he gave her th1s smirk and she says; you know, she talks
- to him about talking back to her and he quiéted dow
Ly She turned to walk away and another. teacher stand1ng?
. - jthin 20 feet [sees him] shake his:fist at her and as
3 N %gon as I found that out, I suspended him for three days.
T at we do is send a letter home with him that he is sus-
'pended and we send one home in the United States Mail. s~

* "The mother didg't know he was suspended until the letter
" . came in the ma%? and then she asked me [on the phone]

, R what's his problem and I told her what he had done. I

i told her I was not to]erat1ng this kind of behavior from

him and she said that's fine. - I had put in the letter ~
£ ~ that she had to come back’with him. She said, "I've got
, : a new job and it's almost impossible for me to get off."
§3~g% She'said, "I agree with you ‘100 per cent." Well, you ’
write me a letter to that effect, that you agréb 100
pbrcent and that he shou]dn t ‘act 1ike this -and send it
back with him at the end of the three days. And so I
: put the.letter from her in his persanal file and he's’
¢ : . 'been a good student since. (TI 12/79)
One further examp]e a]so exemp11f1es Wales' s humanity.. ; R
""" 'We had a youngster yesterday who got suspendéd for not '
. coming to detention and he came walking in here at-3:35 -
B and sat down there and he was so upset he couldn't talk.
C He said his mother was - go1ng to beat him and send him
back to his fathér in M1ss1ss1pp1. So-I.gave -him another
: chance. So I'm wishy-washy. ¢Welly you can call it any-
e . thing you like.” I did it and whatever flack comes out
h 'of jt, I have to suffer, but. I don't want “to see him back
in Mi s1ss1pp1 with his Daddy because he doesn't want to. go
and I|don't want to see hTm beat. (TI 12/79) |

&

o

. _Desp1te Wa'les' d1staste for suspens1on, he used it frequently to

maintain order at“Kens1ngton. At the end 5F his f1rst year he reca]led
* : £4 3
at 1east seventeen suspéns1ons which had _beep carried out. He reflected
A3

\-that many h@d involved the same students. . Some students had been sent -
home three or four times during the year. Yet the commun1ty supported A

: . : b A
his tough‘stand .even parents of the offenders. - \ -
. You know, they don' t want them suspended but 1f\I have a
v 1ég1t1mate reason, they give me some flack but not bad. ,
Now, I sent one other student, I did not suspendihim, but~ -
I sent a letter that he should bring his parents back the




W
6.
R

’ neXt~ﬂay to get him back into school. . . . Theyboth ,
came.., And the father talked to him very quietly and .
 told him that he was not to do what he had been doing,
that-he.was here to learn and whether he liked us as
_teacher "and principal was jmmaterial. He was: to get
. his learntng from th1s. (TI 12/79) '

wales was somewhat su?pr1sed bygthe w1llingness of parents to accept his
tough posnt1on on disc1pl1né‘.but happy to have them as all1es. ”

iEr in the episode above, Nales believed

llo;learn. He"l1nked this bel1ef to his

~ premise ‘that "teachers were to teach.“ _He saw both of‘these tenets of,
h1s.self-termed ”trad1t1onal1sm" h1ng1ng on tight discipline withln the.v
school an&“a;faculty_with high morale. - All of this}fit well withln‘the

bounds of the Superintendent[s, the Board's and the community”s_expecta-

' _tions. o - ‘ L -

-~

There were, of course, some problems. Many. of them wgre'generated
in the turbulent environment already described, and some were viewed'by
wales as beyond his control In'our:interViews he described these prob-i
lems as belong1ng to a d1fferent set than he thought he would encounter
at the school | L |

'we Ve ‘had a lot fewer problems than I anticipated,
- 'major. problems. We have had a lot . . . of fights
" and: th1ngs along the way. ... . We were expecting a
“ 1pt of that but, stilli, it's not.as much a problem
as_I thought it -would be. From talk1ng to people .
qiﬂer, I, had anticipated a different set of prob- .
_u.=than I have encountered . . . the s1tuat1on of
2 ial balance, you know. (T1, 12/79) '

o3

-T‘h1s l1st was his d1scomfort with a county program, Special
Educat1on Servnces, wh1ch prov1ded classes for ch1ldren with d1agnosable

learning or behav1or d1ff1cult1es. Wales perce1ved thgﬁprogram to con- B

2T

flict with other rout1ne classroom act1v1t1es and’ yet, accord1ng to h1s »
R S : ‘ : )
- N _"‘f)b . “
) L )
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v
perception of the law, he could not interfere with the program's

agenda. . S ’ S ’g‘,‘ ?ifi:"
) One of the concerns I had this year*ﬁas the Spec1a1-~; LT%**ﬁtw
Education Services Resource Room.. - -1 had a discussion )
with -the Spec1a1 Ed. person and I" was - ‘given to under-
stand that it was impossible for me to take anyone out
of this program once they were in it. Maybe that's"
- true. This person is emfloyed by Special Education
Services and ‘I- have to“%upervise that room and this

Ry

R upset me some because I-think that the person in charge . ;
' «+  should be able to do what s the 1ess detriment to — &

‘the whole.  (TI, 12/79) g A

S

He explained the spec1f1c pnob]em as he saw 1t.v.

v The spec1a1 educat1on teacher has to offer the serv1ces _
to the children in her room to Satisfy the?law, whatevem ¢
it is. This was a concern to me as I gatched it go glong. -
I watched the kids come out of their rooms gnd go to the ﬁé
_Resdurce Room, to the Reading Ro8m, you know, wherever '™ - ™
- they go so many times a daysand I, beigg a traditional-
ist, I wonder it this is good. because you haye kids - o0
coming and going out of. their room all¢day for this and
that. And I have® put @ number of hours  undet my*belt o
study about making somg sort of schedule. have madée an
attempt at 1t but>it seems like i® is going to be an impos~
sible task. . . » But thatgseems to be ®ne of ‘my COncerns,
that Spec1a1 Educat1og Services, Room. (T, 12/79) 4
- & ..
B Another prob1em stemmed from Wa1es g 1nexper1ence as an e1ementary

-teacher ‘and his 1ack of tra1n1ngland fam111§r1ty with e1ementary

curr1cu1um. That 1nexper1ence was worsened by seem1ng1y overwhe1m1ng -

['D -
odds, part1cu1ar1y in the area *of read1ng. £

Be1ng a new pr1nc1pa1 I'm st111.1n the m1dd1e of the
, . . whirl of trying to get myself back to th1nk1ng about
B . lelementary curriculum and working with teachers and ©
, : ‘reésource- peop]e which 1 do net do ‘when 1 teach in the
'¥o/ ’ c1assrooms at junior high schoo1 . :
.~ . [One concern is read1ng 1 My ph1losophy 15 to start
" -~ with the youngest ones and work from there.: Now, in this .
‘ building we have 141 youngsters [one.third of the school]
: who qua];jy for spec1alJreading Aelp. The reading teacher
¥ . .is required by.law to only take 50, so my ph11osophy has
.~ been to take them as young as we -can, Ist,. 2nd, 3rd grade,
and work w1th them . . . because of age and the number of -

Y ‘ .

R ST

<
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It s 1nterest1ng to note that in both these 1nstances of problems

S . . ) .

years in school “and they are - recept1ve to heﬁp at a

- younger age. o . . I also asked the reading teacher "% L
fiot to take-any students that are involved in the R

‘ Spec1a1 Services Room in which the limit is 30.: LT e
So.it's possible of those 141 students to get some T
sort of remedial help from either our specia] réad-, "
ing teacher or the Spec1a1 Services person for 80 - LT
of them. (TI 12, 79) . S Do

°

part1a11y from the 1aw wh1ch 11m1ted c]ass s1ze for both the M11:' ;

f
1ng spec1a11st and the Spec1a1 Serv1ces person. Part1a11y, 1t reT

1atter.point:

0BS: Can you make a p1tch to central off1ce for;more .
read1nq help? :6 .

-

Dr. W: ‘Yes, I can make a p1tch but I wou]df’ot ant1c1pat‘
rece1v1ng another reading teacher. 8 - C

- . c ,,,.!..
0BS: Are their other schools in the, d1strf2tﬁg
n1f1cant]y fewer read1nd’prob1ems?

Dr. W: 0h yes. I'm sure that's true in ;bmé of fh& -
eastern schoo]s. (Thesé are: schoo 4ICh e rpn. they
other side of what Milford teache X

way." This major avéenue serves~ag
econom1c boundary between M11forda

tin ‘racial and

léhborhooﬁbv DCD) =

. 3
‘.

, 0BS: Is there any equity. argument,f"bout that’ Can ya&ﬁa*‘.“‘;ﬁﬁh

make an argument that somebody wiTh Tistén to? . . R gy e

’ Dr.'w: I*ve never khown of anyth1ng to happen 11ke that. R E
(T1, 12/79) | . e T -}‘;,' ¢

" e : _‘;.-v

that frustrated Wales, the actua] author1ty to so]ve the issues lay

jbeyond the pr1nc1pa1 s grasp. State and federal laws, and d1str1ct-

level dec1s1ons hampered‘problem-solv1ng steps that wales w1shed he

.

: could take. f};' : o B ;_ ,'_ e

e

it
-
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The potency of .the pr1nc1pa1 as schoo] leader, then, is a relat1ve 'igp i
;*commod1ty., The comp]ex1ty of the formu]a from wh1ch that pbtqncy may be e

ff;fder1ved in today S schoo]s is revea]ed in another Eort1on of{bur %nter-

S A

Qvﬁ£WS with Dr. Na]es._, In th1s excerpt the pr1nc1pa1 d1s%usses:a change “;?
Lo :_-n pol1cx regard1ng after schoo] act1v1t1es. }~'.¢: "“:‘ o oa :' § f: L
RN SR S T1t1e IX of course affects US . .. .-there’ have teen a o

L L g Jcouple of th1ngs -at the: e]ementary level in extracurnﬂcu]ar‘"_#TJQﬁq
~ {f_ ,7 ﬁCt1V1t1eS& The district :has required P.E. teachers to fain =" 7~
' angextracurr1cu1ar program and they wou]d pay them a, _certain BN
*amount of moriey;: for ‘a- certa1n humber. of hours put i’ foﬁ’thatw
. Wl Rtght now (accord1ng -t .Title IX, I'don't know that»this~1s‘

"t rué, reaﬂ]y, but. accord1ng to T1t1e IX! they had ‘some prob]ems"
;L ‘1n restrlctqng certain actjvities. because of the type ?’thgx ép
"f\ ‘pro ran.- They Said‘you didn't have enough progranis’ for-all” .

-chi¥drén’ £o mix, boys and: g1r1s .+ s bécause.girls don't.& - gwrf‘yf
: Lnke th1s sort of th1ng, ‘you don' t have anything comparabsg ‘J¥-~:
w " for.them to. get into’, yoﬁ've got -them d01ng this because 'ybou' r@- il
_‘ awafra1d they"d:get hurt ‘or:something else; but you didq t g1ve$ R
o ¥them'anyt 1ng*else--thls k1nd of thlng._ L D R ég
4.7- > & - :- . L ._'- . y "0 .’;‘ : "
i Now,.th .dJstr1ct has gone to auctlon--a teacher can auctJon' X
: his- ab111ty’for ‘money.. * He -can or cannot do. it . . . tHe exgra- B
%urr1cu1ar part._(If the teéacher. takps .money the- act1vity must ¥a

: ;ﬁ;pvg‘_- be' of fered :for ‘both: boys and. «girls: DCD) Now he can, 1fﬁhe~ ﬁﬁtﬂﬁd
Noge s ?g%5,¢~ . w1shes, run- any program he wants and not take any mpney for “.‘.;
‘]N\ R Lo e it. :Our P.E. = teacher opted not -to take money and he S- go1ng gap
to offer someth1ng 1n the spr1ng., (TI 12/79) .

{'!’} o

.
-5

e, - &

=

’tgff’T-ﬁﬁi»aSked Wales about h1s ro]e 1n th1s k1nd of negot1at1on., He respond@ﬂ &%g
’ iy : ¢

L If they [the teachers] have s1gned up w1th centra] off1ce. "m
e they are pa1d ~I'm-in charge of overseeing the program.,.I
R *“ wou]dn t th1nk the central office would approve ‘anything: once
© "I"‘had decided’against it, and I wouldn't overrule’central off1@§ ﬂ#
n1f they: had. decided, on someth1ng. I would be given . d1rect1ons .E
_to have: the: program run -and work and. they wou]d not d1rect the~:.2_;
:program at a]] It wou]d be up to me. E :,id,‘.‘ﬂia ﬁ

© e
A

v
L

, p1n1on, my author1ty extends ‘to where I can comp]ete1y
. do away: with it or rearrange it to suit me. Now- personally I ._“{:
°  would do away with a program only'1f I thought it was -harmful’

s " .. to some child. . . . I might rearrange it if I thought a signi-- -~

s © ' ficant number of children were not allowed to participate. ' . N

e .simply because they were too small and it should be set to f1t
T2 the child, the childrén in this building rather than to suit .. - o

the P.E. teacher. (TI, 12/79) & -

- . @
WA . ‘,e ) %«
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ﬁde1ivqry of an afterschoo] program at Kensington resu1ts

s'are constra1ned by federa1 regu1at1ons that are deS1gned

to he1p guar nteevch11dren the right to part1c1pate 1n schoo] exper1ences¢

e .
I E (¢ ) (

_,no matte“'what the%r-race or. gender.v The pr1nc1pa1 s contro1 over,the

9fterschoo1 programs appears 11m1ted by h1s or her informa].
; ij :§¢d1str1ct of fice. But once the program is approved at
he assumes a great dea] of contro1 over the operat1on

' The bu11d1ng pr1nc1pa1 then works w1th1n numerous externa]

qonﬁtra1&@s but exerc1ses power at the bui1d1ng 1eve1 We,asked Wales to

We have a genera1 program and I have to adm1n1ster that
‘whether I Tike it or not.,.;.,. Now, when you come to
Jextra things or assigning staff or duties or things
i like that, I have quite a bit of authority to change it
L -.or rearrange it or to veto part of it. [With scheduling]

‘ 5 1 prefer for [the teachers] to arrange their own time, as

! longias it f1ts in the time span and satisfies the require-

‘ments that we're here for. Then, if there is no decision, I

. @:7!  will step in.and make the decision and it will have to be
et -done, I prefer to.do that in the :general running of the
e "school.” If we have something that could be decided as a
Y group of teachers, I prefer the:teachers to decide. However,

L.ﬁ:* . if it comes'to a tie orthey don't want.to decide, if I can
S ' - make- the decision, I will and we go with that. . . . I would

g

. $»?; , . always prefer working together rather than just’ d1str1but1ng

' B R orders. (TI, 12/79) - , . ..

q- . A : PR :
?‘“ 9 This response and other port1ons of the interview with Wa1es demonstrate
PSR severa] ways 1n wh1ch the author1ty of ,a schoo1 pr1nc1pa1 is limited.

First, he recounted,gevera1 instances where h1s w1%hes were constrained by

state and federal mandates. Second he a11uded to an unwr1tten district

5 e

code; once made ‘he wou1d not disagree with the dec1S1ons of h1s super1ons,

>
I

in return, he expected autonomy at’ the bu11d1ng Tevel. Th1rd he was
R

. subject to the written ru1e2\of the board)pf educat1on. Wa1es pgeferred
. ) . ' ’ e N
o o @’ . ] " . Jas

) t . .




S

-

.to 1nvo1ve his teachers'1n school dec1S1ons, add1ng a fourth factor toh?
.those that 11m1ted h1s dec1s1on mak1ng cdpac1ty.A However here, he 4’
spec1f1ed that he reserved the right to make f1na1 dec151ons 1f teachers
.fa11ed t0~act. F1fth' wa1es S 11mited knowledge about schoo] 1aw and
elementary curr1cu1gm hampered h1s ab111ty to make decisions: in the '
‘system. Sixth, scarce f1nanc1a1 resources, in h1s qp1n1on, prevented

the Kinds of programs he wanted to deve1op, aga1nw11m1t1ng»the scope of

-

- his capacity to act in.the system. . = g" | T

A Day'in the Life of ... . We had the opportunity torobserve'

Dr. Wales at hjs”job over a period of two years.d Most interactiondeith

him or opportunities to see him’in_action occurred as he would enter

L]

other situations: we were observing. On one occasion in Febryary of.

hisvfirst yeak at Kensington, we arranged with Wa}es to “shadow““him,for

a fu11 schoo1 day. ﬁa[ the most ‘part, his behaviors that day para11e1ed

| the act1v1t1es we had -watched h1m perform throughout the year. In this

sense, we' observed the- cont1nu1ty of-a typ1ca1 school day from the vant%ge .

o, , &

'po1nt of the school pr1nc1pa1.

At the same time, howevér, it was ‘apparent that Wales was very . iﬁ¢
, , Nas . . fas very

e

b

-awaré of our presence. For instance, he offeredyseating tolthe_observerggi

" each time they changed settings, as a host would do for a respect ed hﬁ;'

gu@;t. Also, his secretary remarked in a good natured way about how

gusy Wa1es had been the day of the observat1on and how he had found no"- e

need to leave the bu11d1ng or. v151t the central off1ce5 Lastly, the

4

c1as-fs visitations we report were definitely not._routg events in his

daily schedu]e, as demonstrated by one teacheris”entw, fastic pra1se

Sof his atypical presence. We begin, then, one day with ;ﬁe—Kens{ngton'

. . & ) . “ » 0} K
principal. ) _ Coe : b

—
]



." B | - | - Z»» .
ot Dr. wa1e§ arr1ved at Kens1ngton at 8: 05 a.m. Aware of'the observer's. "

presence Na]es chose to ‘make no commeht as hé entered h1s off1ce. ‘At.

'~”.. th1s po1nt he appeared comm1tted to treat the "shadow'l as a shadow. A1most

*l1mmed1ate1y the phone rang, a call from a parent concerned that her ch11d

’

N had not yet rece1ved a maga21ne that the daughter had ordered and pa1d
: for in c1ass. After yet another te]ephone conversat1on, Na]es proceeded

to "the teachers‘ 1ounge the ear1y-morn1ng gather1ng p1ace for® much of
. )
~the staff. On th1s February morn1ng, we noted fewer teachers in the~

1ounge than usua1. The. conversat1on revo1ved around a third grade .

',ch11d who dealt with c1assroom frustrat1ons by "g1v1ng the f1nger“ to

-

E her perce1ved tormentors 'fSevera1 1nstances ‘of the child's hab1tua1

.

response were shared by

ious teachers. Laughter filled the room.

. At 8:45 Na]es 1eft the'teachers' lounge and walked to the gymnas1um.
Students were gather1ng there before the start of the school day. Usua]]y
‘they rema1ned on the p1ayground but in thig instance the be1ow zero.
'weather adv1sed an indoor wa1t.» Dr. Na]es S secretary 1nterrupted h1s -

‘progress to inform h1m that a parent had ca11ed about a d1sc1p11ne 1ssue. _
Th1s prompted Wales to remark humorous]y with*an old schoo] adage, "You
.f,kndw about my ph11osophy, teach the best and shoot the rest.ﬂ\ He arr1ved

"at the gym- and stood in the doorway above the students. He ye11ed at-

who were runn1ﬁg about the ‘gymnas fum. f1oor. However,

most of the contro] he demonstrated was ach1eved by his mere presence.

As he cont1nued th1s superv1sdon twg?repa1rmen arr1ved to f1x the
bu11d1ng s emergency lighting system.,qiexcomp1a1ned to them that 1t had
been two years sznce the first work requ1sit1on had been subm1tted for th1s

J

problem. He issued h1s comp1a1nt in a Jok1ng manner. At th1s po1nt,

76




........

.a young student entered and'was singled out to the’observer. w1th1n the
' .execut1ons were ostens1bly drug related . No teacher.ass1sted3walesi

w1th th1s superv1s1on. He preferred to freezteachers'fromJextrabduty fﬂ

nn rwhen-poss1ble. - o S o \\\;\«_
-, . o . . . . ( . R X . L T_‘ ).

S Dr. Wales »signaledl"the beginning of school by Joudly directing the
' ch1ldren to proceed to the1r classrooms. As they filed past h1m, he-
touched many in d1fferent ways.. Gmrls were patted on the head.- Boys
d. were greeted with playful sparring. A black youth extended h1s hand
. palm up,'to.walesﬁ The customary “g1ve-me five" was exchanged and
‘termlnated wiﬁhva “soul handshake.f~'l As the gymnas1um empt1ed, the Pledge
of Alleg1ance -began- blar1ng from a hallway loudspeaker. A V1etnamese
youth stopped,st1ll in h1s tracks, placed his hand oyer h1s heart and

°

solemnly rec1ted the words, all alone, not loudly, but clearly.

n

The V1etnamese ch1ld ev1dently rem1nded Wales of an inc1dent from

the prev1ous day wh1ch 'had angered h1m greatly. As we sat in his off1ce :

\at 9*00 AM he recounted how it was necessary for h1m personally to dr1ve

-several of e school S V1etn mese pup1ls to another elementary school.

for daily Engl1sh lessons.. Th: prev1ous day he had del1vered the ch1ldren

¢ 9

to the school at the appropr1ate time,, but he had found no one present

or prepared to work w1th h1s students.

—— - L 4
t . - . - :

¢

He had confronted ‘the pr1nc1pal qf that school w1th the Trrespons1-,

»fbwl1tyéof the s1tuat1on and a fracas had ensued. The other pr1nc1pal

had apparently resorted to harsh words in reponse to Wales S accusat1ons.:,'

'wales said the pr1nc pal had used "God damn“ in his retort. Then, in
o

. the presence of the observer Wales called the central off1ce to complain

‘~f~

_ ;.5@3‘ - R @n_v‘ . ;L_.j

prev1ous two weeks, the boy s father and uncle had been murdered The1r .
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{
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v about'the‘other‘prfncipa1's 1ackiof.decorum. As he made the ca11 he ';- ‘vﬁ
maneuvered’ his ceram1c a111gator around h1s desk )
' “At 9:05 AM the first d1sc1p11ne case of the day 1ntruded on wa1es.
Kens1ngton's mus1c teacher had- sent a boy and a g1r1 "to speak to h1m, )
la11edg1ng that: the boy had k1cked the .girl in the stomach .Dr. wa1es .
asked the girl for her story f1rst " He then asked the boy why he had _
'_>k1cked the g1r1 The boy c1a1med that the g1r1 had provoked him f1rst
)h ‘and offered an exp1anat1on about how h1s.“k1ck" had been accidental. Hé5.$

3 "_ '3 told how the ch11dren had been f111ng out of the ‘music room and had been

- on steps at the t1me of the 1nc1dent He said. that the g1r1 had been be]ow

' and 1mmed1ate1y beh1nd h1m and that he had un1ntent1ona11y caught her w1th
h1s heel as he had proceeded up the stair. o | '.“ o

wa1es d1sm1ssed the girl after -asking her if she wanted to see the

L nurse. The g1r1 declined the offer and returned to hér c]assroom .He

o then turned to the\young boy but was 1nterrupted by his secretary before ’

.h1s repr1mand cou1d beg1n., Permission was’ requ1red to send another studentwh

home to- fetch a ﬁgrgotten 1unch Grant1ng that perm1ss1on,VWa1es aga1n :

. turned to the distraught youth and said, "You're no, dummy. You ve got a
bra1n.9> He ended say1ng that he didn't want to see the same sort of-th1ng
.0ccur aga1n. The stuyent was sent‘backvto}hfs class. No further action ;_

,“was taken. Wa1es spoke to the observer and said, “Bruce is a good k1d
He s the - one that gave me the handshake in the gym th1s morn1nq. ﬂ

By 9 30 Wales had dea1t w1th another d1sc1p11ne prob1em._ Th1s t1me
a‘sfng1e third grader had been sent to h1m carry1ng a crumghed piece .of '

E paper. The wad was a note the student ‘had written and dropped on a

"c1assroom f1oor. The note had been found and read by the c1assroom

:'r' < . . o . . . K
S .18 T : X
. K . . . .
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'teacher; Because the message had 1ncluded such 1nvect1ves as'"assho1e"
' and "pussy" the student had been sEEI to the off1ce for d1sc1p11ne.,

- Dr. Wales read the note and then spoke to the boy say1ng, S
"Why did:ybu write this note?" ~ The boy mumb1ed someth1ng
. and Wales said, “"Speak up." The boy said; "I-don't know."
v wa1es"sa1d ™You don't know why you wrote th1s ‘bad note? “
' <. « « % You wrote this note and you'was’dumb enough to 1et At e
get out of your possess1on?" (FN,. 2/26/80) o

.

The next hour of the day, 9: 40 to 10 40 AM wa1es spent in a pr1mary

read1ng c1ass. He spent the per1od qu1et1y observ1ng the teacher as she

N 7
R VA °rotated among severa] read1ng groups that were separated accord1ng to the
g &%

qh11dren $ read1ng 1eve1s. At one po1nt the ‘school” counse1or entered
and ta1ked to one of the students. Na]es qu1et1y po1nted out that the

counSe]or\hadﬂbéen a pawn in a recent game of r1ya1ry between Kens1ngton

;; and one of ~the other e1ementary schoo]s. With ‘one.round-of that game
o -7 .,:“f L

. ﬁ at an end the woman was spend1ng more t1me at Kens1ngton than at th |

"Jr1va1 schoo1 At 10 40 the c1assroom teacher d1sm1ssed hernf1na1

.
e .
. : : - ‘ X B Y

read1ng group w1th an enthus1ast1c "See you 1ater, toots1es? and DrQ

o N S S L
wa1e§ 1eft the c1assroom.} /- S .q? T '.if." i
rié“forone

o4 >
O

:wlf““. Back beh1nd h1s desk wa1es s1gned a "prog BsS repo

b
'

~
a: -.';o'““'-"‘;‘ .

-f student so that 1t could be ma11ed to’ the ch11dﬁs parents He noted,

,;w how it was noth1ng more than a re- nameﬁ gan11ng not1qe. ﬁr aua1es .&;f; B
SR SR 7 "::' o
%@then spoke to a. secretary at the centra] off1ce about,an 1nsurance

; 5;Ebrochure that the d1str1ctjhad c1rcdﬁated Next hg ogdered a new step

:

' w%ﬁ]adder for the schoo1 At 10 50 the teacher whose read1ng c1ass he 7"

B IS e

had just obseEVed entered and ed%tq$1ca1dy pra1sed Na]eg s v1s1t to her

c]assroom.ﬂ Accord1ng-to her, the ch11dren had been very‘1 .ressed By L ’@f
'h1s v1s1t and she to1d how h1SAprésence mot1vated the1r ac#,ﬁ’ |

g C -5 IR S
:“’ 2 that per1od At 11 05 the tegcher who had sent the qh11d w%%dﬂ.:;:;-r.‘ S




_M' .'."' . “ h

:'h__wadded up note to wafes ear11er.1n the morn1ng dropped b& to d1scuss the ’
:;ch11d S behav1or. She was part1cu1ary alarmed by the ch11d s 1ow self- L
esteem, . She told how the student had frequently wr1tten how he hated = - .}f
’ @ _"}h1mse1f and how hQ fe1t so "dumb no '. ’ ’ 3 .v,"T'l .‘ ’
As the lunch hour neared wa1es walked to- the’teachers dounge'
1b where he spent half an hour eat1ng and ta1k1ng 1nforma11y w1th other

' staff who were free at that t1me. He shared some of h1s persona] past

w1th h1s facu1ty and they responded warm1y to h1s stor1es. f'

Between 12: 00 and L°00 wales superv1 sed the ‘Student lunchro;om ‘He

‘began th1s duty by he1p1ng to pass out 1unches to the ch1ldren as th -“

.f1]ed by. - As he stooped over the b1ns from wh1ch the:]unches were drawn,,'f

| 'h1s su1t coat would h1ke up in the back,.g1v1n he 1mpress1on accordfng b‘ﬁ'

| n:34'*to the observer of a "rooster tail " The cause was revéa]ed 1ater as g

Y

N
.wa1es marched between tab1es and drew from h1s back podket a wooden

. /n".
*

Cw ‘,1leadd]e branded w1th the words “wha1e Power. : H1s behav10r was - most]y
'ﬂﬁj teas1ng as he caJo1ed ch11dren to be qu1et ors to eat the1f/qunches.
That paddle however, rema1ned in fu11 S1ght. Somet1mes it was §1ap-¥ f”“

. ]~ped 1oud1y¢gn a tab]e top to get a student S attent1on, but somet1mes i

Y

.2 -53 ‘there Was no apparent reason for its brand1shment. Once wales moved to af'

':'vgtdble and playfully paddled one of the boys/ ﬂ"* _? - _;L"

e 'f‘- An a1de ass1sted the superv1s1on._ She moved through the restless
. . @ . .
"; '?‘group of students b1ow1ng~a wh1st1e to get attent1on and to ga1n qu1et..’

o

o Theof1rst 1unch group was d1sm1ssed after 11n1ng up by grades and the -

gf;g_,hf.xﬁ"same scene was repeated dur1ng the next ha]f‘hour.

e
2

K

Dr.,wales spent the next hour in h1s off1ce. He ta1ked to the f

"- observer aboutﬂd1str1ct S sa1ary schedule. waTes was eann1ng $28 500

3
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that year., H1s w1fe a1so taught 1n the d1str1ct and he d1sc1osed that '-ﬁt

. e Y N
she was at the $17 000 1eve1 on the teachers schedu]e. He mentroned

that the1r comb1ned sa]ar1es prov1ded a comfortab]e 11fe for the1r fam11y ,‘ ,

: but had not a11owed them to purchase a new home that they deS1red ,f'~__‘i" .
S R Coe " ﬂ . _
s "k,~ffl Wa1es a]so d1scussed the d1str1ct s T1t1e I summer schoo1 program.

. -:-”.‘,f"a o : e

He commented about the amount of work the program*generated He exp1a1ned

¢ -

Federa] 1aw requgngd that a parent comm1ttee, drawn from parents whose

chr]dren wou]d attEnd Summer seSsions, be\fgrmed to 1nsure parent 1nvo1ve-"‘ “
g [ a .

*",ll »‘»‘- ) .
'ﬂ;;geria1 whether or not the parents were actua11y 1n- . -L ~

". voTved 1n any of the;p1ann1ng for summer schoo+*w’?he 1mpress1on he created

-[/fﬂ-- l;ai A textbook sa1esmd€harrived at the school at AN 30 and Speht f1fteen 1;5
m1nutes show1ng a n%ﬂ*éﬁge of texts tp Wa1es. Wa]es rem1nded the sa}esman

Q.

Y iﬁ? schoo] made of that companyéﬁgbooks e ifi,iff

(S

about the exteh51ve ‘

made the po1nt that hetgzbected exce]lent serv1ce frqm the company.

.':3. After the sa]esman ﬂad 1eft Dr. Wa1es bus1ed h1mse1f for f1fteen

s N .
: .(,,. )

",m1nutes w1th a host pf dwfferent matters. F1rst he checked on theymag- ’bt',";

LI

' a21ne order the parent had comp]ained about earljer 1n the day and securéd
‘ the know]edge that the cT/ssroom teacher had the matter we11 1n hand. , .7'f'-3

Second heMWas rem1nded by a" facuTty member that -a teacher had to 1eave

ear]y that day for a dent1st\§ppo1ntment¢ and hf spoke to that teacher "Ta

about a new 1nsurance program the dIStP1C¢ was negotiat1ng for,1ts teachers.-"

. I... .‘ t: ‘..a_. Y Lt n._;. L . . . K . c ¢ .. ) ‘,5 i - ¥ ,
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‘Third; Dr. Wales checked on the cond%tion of a storage area that a R
facuTty member had. complained about and found nq prob1em with it.
. wh11e wa1k1ng to that storage area, wa1es ta1ked about two chu]ty
"members and their dependab111ty, their "loyalty." The observer noted
_.the beg1nn1ngs of a pro-pr1nc1pa1 coa11t1on form1ng among the staff.

At 2:00 PM, wa1es visited a specia] Eng11sﬁ class that was in pro-
gress with the school 's V1etnamese children. As-a result of his complaint
‘}to the centra1 office about/the delay in instruction that had.occurred '

- 4

' at the riva] e1ementary'schoo1 -the special c1ass was being held at
N

Kens1ngton for the f1rst t1me. Six children, five boys and one g1r1

'part1c1pated. Two teachers saw to their instruction. "

~.On-the return trip“to Dr. wa1es s off1ce two youths stand1ng outside

a classroom attracted Dr. Wales's attention and he 1nqu1red about their

et

. apresence in the hall. One mumb]ed a response w1th h1s head hang1ng.

Wales mimicked the student's- mufﬁ]ed response and insisted that he speak -
up and speak :?§§;1y. The students reported, then, that they had not
worked d111gent1y during their math class. wa1es.inquired '"why didn't
:,you f1n1sh your math?" One of the boys said that it was hard to under-
stand. He was interrupted as wa1es sa1d “B]ah blah, blah; blah, b1ah.
Speak up, I can't understand you. - ) - ‘ \Je‘ - )
Turn1ng the -corner to the pr1nc1pa1 S off1ce wa1es found another

child waiting his arrﬁva]. He had been sent to the principal’ for wr1ting
"fuck" on an exterior school wall. dur1ng recess. To make matters worse,
the student had done so wh11e being disciplined ‘for other 1nappr0pr1ate

p]ayground behav1or. Dr. Wales pu11ed out his padd]e and confronted\\~ =

IS



Kl

" the th1rd grader, sTapp1ng the paddle 1n the paTm of his hand as. he
taTked The boy began cry1ng. WaTes terminated the confrontat1o: abrup-
tly,. te111ng the boy that he woqu not-tell the child's parents of this ‘
behav1or this. t1me but that he must br1ng a scour1ng pad and clean the

school waTT on which the child had wr1tten. waTes S pran1se of "next -

. time" seemed to formu]ate a repetitive’ pattern in his dLsc1p11nary dea11ngs

w1th students. \«/ : - ' . B _ fﬁ.

| At 2:05 waTes headed for the teachers' Tounge and rema1ned there fo;
'ten minutes wh1Te eat1ng a p1ece of fruit and then return to his off1ce,
. spend1ng thé next han hour” in smaTT taTk w1th the observer. At 2: 40,
| -~ the superintendent of schooTs entered waTes S off1ce. Super1ntendent

,George her a card with money attached in h1s hand He was personaTTy

£,
returning a loan tb one of Kens1ngton s staff. The two adm1n1strators v
goss1ped a bit about the youth whose father and uncTe had been sTa1n. :

- They specuTated about whether the 1nc1dents had been drug reTated and
he nature\?ﬁ~the aTTedged drugs. or. George then shared an incident '-"4

invoTving an irate social worker who was distraught over George's refusal -

' to enroll a student in the school system. The‘argUment'hinged on whetherﬁ:‘
-for not the student: actuaTTy 11ved within the attendance boundar1es of . L
the Milford School District. After de11ver1ng hTs card to- the teacher o

L4

" he 'sought, Super1ntendent George Teft the bu11d1ng. : ) L .
: His exit was foTTowed-cToseTy'by Mrs. Susan Emory's entrance. Mrs. _ |

Emory, the school's counseTor was ‘one of the two black women who worked

at Kens1ngton. waTesﬁqeft his off1ce and beganato kid her eventuaTTy .

rubbing the back of her hand, saying 1n‘€§ﬁect,1f1 JUSt wondered if some

of the black wgu]d rub of f." Emory ignored the Joke and cont1nued talking,.

83




" albeit more terseiy, about her values‘cfass. ‘She~]eftvthe administrative
area‘atter:inViting'Wales to join the session. ) i . ;. j_;f'
After a brief'{nterlude Wales decided to accept Mrs.vémory's o
i v1tat1on to. observe her class and headed for her room. On the way'he .
'}exp1a1ned how at a\\rlor school , he teased a Jew1sh woman about be1ng -

.the schoo] s “Td“ token-Jew and how she had taken it in stride. He
ind1cated that Mrs.‘Emory cou]d part1c1pate in that sort of humor a]so.i
_ Dur1ng wales S observat1on of the

s )

examp]e of the "fa1rest“ adu]t she knew.

1ass, Mrs. Emory used h1m as an

.During the per1od Dr. wales.
: 1commented to the observer that he apprec1 ed Mrs. Emory's hard work and ;
that her 1ndustry made up for some of her shortcom1ngs. Severa] boys
began to get rest] ss during the c]ass and Pr. Wales 1nterrupted and N

¢ 'asked if Mrs. Emory wanted him to take the boys out of ‘the room. ,She
1nd1cated through non-verba]s that she wguld rather dea] with them -
herself. At 3: 30 the va]ues class ended with an abrupt d1sm1ssa1 by
Mrs. Emorx\ At 3:40 after return1ng to h1s off1ce Dr. Nales ended’ his
day and 1eft Kens1ngton for home. - _' ‘

This one-day v1ew of wales S profess16/a1 11fe demonstrates the easy
'go1ng sty]e with which heatyp1ca11y hand]ed mqst s1tuat1ons at Kens1ngton._;

True to his word we saw h1m d1sc1p11n1ng students, buffer1ng teachers

from parents, check1ng on bu11d1ng ma1ntenance book orders, and 1nsurance

&_ programs.- Further, in h1s jovial way, he moyed about -the building ta1k1ng o

with teachers_and, sometimes less jovially, copversin§ with:students. In

short, Wates freed his teachers to teach. :.He did. his best to maintain an
orderly school env%ronmentiat Kensington.

o
[
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Summary'and Implications R

‘Impress1on&of or. Wales provwdes a stark contrast to -

l‘ Vv, .

& :f steered the Kens1ngton dream, DF. She]by.H Na]es hailed

- from the‘rurai“ 'uth and was. strong on family, church and d1sc1p11ne., L

A

His profess1uha1 and academ1c queﬁ1ences were stronger preparat1on*

for secondaﬁy-than e1ementary schoo1 1eadersh1p. H1s r1se’through the - T}_J

', ranks seems to*have resulted from his c1ose re1at1onsh1p w1th M11ford

administrators and from his dbility to get "the JOb done in the wayvt
- i B . - J . N ‘

wanted it done.” Dr.’Na]es definedlthe"“way“ as traditionalism--maintains’

ing t1ght d1sc1p1ine and freeing: teachers to teach , ﬂ.'gﬁe R

3

The frrst principal, She]Py, on the other hand was v1ewed during h1s
" short stay at Kens1ngton as a “dev1ant outs1der"\by his aﬁm1n1strat1ve L
colleagues. He was never ab1e to obta1h the.k1nd of support a "good oT' B
boy“ network can prov1de. He was-ana]yt1ca1 and pass1onate in the pur- ‘
su1t of- his educational vision. The‘image 1eft behind at.Kensington wasﬁ
of a man. f111ed w1th true be11ef. When he 1eft the M11ford Schoo] Dis-

“ |

tr1ct he 1eft eek1ng another opportun1ty to create his utop1an schoo1. -

-Jonas Wal on'the other hand proffered a tradit1ona1 pedagogy and a

he1d more modest pes for h1s future. In h1s words.
After this year. I 11 be 50 years old and I can : ot
~ retire in 10 years. At this‘point I ‘have felt.
b ‘Tightly about being a\super1ntendent somewhere,
* but jf an elementary principal's job is.-
available in this district, I would probably
stay as an elementary pr1nc1pa1 until I retire.
I enjoy working with the teachers and the.kids .and
if you go to be a-superintendent, :you're.moved off
' away from both teachers and youngsters. (TI 12/79)

At the end of Wales's f1rst year as pr1nc1pa1 of the Kens1ngton schoo1

one of the other e1ementary schools in- the d1str1ct was closed. Wales

- . R n
. )
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? br1ef1y worr1ed that he wou]d be rep]acod by the mone
H1s

Tt

and-his staff wer
sen1or, drsplaced pr1n01pa1 - But, today, wales remains at Kens1ngton.
e
Apparent]y,“

1
w3
§

teachers breathe a cont1nu1ng and collective s1gh -of | re11ef
o : v .

1es has found a home..

Jggas
o In onc1us1on ‘we must note an apparent 1rony about the Kensbngton
pr1nc1pa{ ‘The "s1gh of re11ef" that welcomed wales to Kens1n9ton was.,

o

R )

baded to a 1arge extent .on. his' reputat1on w1th1h the.d1str1ct the cg1ven

that he was a-M11ford staffer who represented the trad1t1ona1 ph11osophy

of t evfront off1ce the schoo] board, and the commun1ty. MucR of Wales's "

success in h1s f1rst two years as pr1nc1pa1 of Kens1ngton was ;%sed on

N ’\
N
F

his ab111ty to estab11sh a familiar order at the school.

v

If he chooses, next to move the school beyond th1s stage to deve]op

L3

the. 1nst1tut10n as a mor% effective ‘vehible for student 1earn1ng, hé may
i

[~3
find it necessargjto move- beyond h1s tenets for d1sc1p11ne and staff sup-

" 1
port. He may f1nd the need to 1mport a d1fferent 1nstruct1ona1 techno]ogy,
a mgre effect1ve organ1zat1ona1 mode or a more 1ntervent1on1st prof11e with
" his teachers. In this case, his “f1t“ w1th the system may erode. ﬂ¥ K
Do, pr1nc1pa]s.best meet their ‘respon-

ThUS, Wales may face' a dilemma
s1b111ty to a const1tuency by \teer1ng the1r schoo] a]ong the qu1etest,
&

smoothest course, sa111ng w1th currents popu]ar at; the time7 Or’should

Y

they r1sk d1sturb1ng that steady f]ow, seeking exce]]enceland 1nnovat1on
to prov1de an educat1on more su1tab1e to all of their students? This

§

1ssue 1aps at the foundat1on of American pub11c educat1on and raises the
quest1on of whether the purpose f schooling is-to rep11cate soc1ety .

‘—/
C]ar1fy1ng this d11emma rema1ns

e

2
' or~to a1d 1ts reform and evolut1 n.
a comp]ex. d1ff1cu1t tas& for observers and ana]ysts of schooling.

ki o
B e

&
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s .77 T CHAPTER 4
o - .. T.c < INSIDE CLASSROOMS R
. ‘ we return now to<§en51¥gton 5 ¢lassrooms. The multiple, strands

of 1nf1 ence’we have descn1bed.thus far end here; In the 1nteract#ons

of t léhers and students, programs and v1s1ons are lost or rea11zed

£

Her, teachi{a 1nterpret manda}es from the1r leaders, synthes1ze that
ormation with their own eiperrences and be11efs .and proceed about

kthe\bus1ness of teach1ng. In most instances we f1nd them str1v1ng

r r

" to adhere to the general orders ahd wishes of Wales and the d1str1ct.

W1th1n these parameters, however, 1at1tude ex1sts. Ind1v1dua1 members

of the staff combine d1fferent procedures, sty]es,,and persona11t1es in

R -

- the act. of 1nstmuctron. . ‘ o

-
We beg1n th1s d1scuss1on wgth a br1ef overv1ew of the staff as.a

school s current and historical goals and

' whole.. Next, we compare_th

objectives,’ahd’then describe thexschool' s_instruct1ona1 technology,;

”

. Taken together, these,pagﬁs'Vividly paint Kensingtonﬂs driftfto the =
s B . . . . -

"old Milford type." 9 . e

Kensington's Amiable Staff
‘ Kensington's classrooms are led by 22 teachers: male and female,

~young and old, mbst]y White'but one Biack. fhey represent very Similar

j) views about sch;p]s and schoo]1ng even though they gc abeut the act of _

_teach1ng nh \yarjous ways. As we met th1s group for the f1rst t1me,_

< ™\
one commona¥ity among them was 1mmed1ate1y apparent--many had rural

Ca

roots. . RN ]




]
B ‘Each morning Kensingtonfs parking Tot contained pick-up trucks that:_
| sported deca1s of deer,' pheasant or 1eap1ng bass. We a1so-heard frequent -
o references to county fairs or saw staff’ trad1ng photographs of prize
' -11vestock. They nodded- knOW1ngly over p1ctures ‘of Herefords, Rhode -
) Is1and ?eds; or Hampsh1re Hogs. F1na11y, their background was expressed
in their appea1ing domn-home twang and use\%(\colorfu1 idiom. »
. One could not partic1pate 1ong in the. 11fe of the schoo] w1thout '}
confronting this rural heritage of the staff as 1t came to bear on’ '
schoo] situations.. An ex;mp1e echoed through the schog] on our very ‘
second day of observat1on. Summary observat1ons captured the event |
T i‘ A kid wa]ked into Shaw's room uninvited at one point and
Shaw whistled loudly. You knew she meant, "How could
“you be so far out of line as to just walk. into my class-
’ ,room?." . . . It was teasing and really funny, but you wouldn't
"have taken another step. (SO, 8/81) d : .
The wh1st1e reminds us of very basic aspects of life on the fann;
ca111ng 1n the-p1gs; or.dr1v1ng horses orpcatt1e-from pasture to barn.

In many 1nstances dur1ng the year, we watched as rura1 Amer1ca _came to
€, '

the suburbs and saw how some of the best of its mores caught urban
students--B]ack and Nh1te--1n the1r capt1vat1ng way.1 :

" Another obv1ous character1st1c of the staff was the genu1ne warmth®

N 8

"they extended/to one another to students, and even to us. x?hezmost
part, they were an open-faced peop]e trust1ng and w1111ng tzﬁh>\pi} These
tra1ts tao, fit we]] with the group's- rura1 or sma]]-town amb1encea Their

" manner emerges in a, descr1pt1on of an initial meet1ng between researcher

_and staff person, Mrs. Bern1ce_Parks,~

)11n a draft read by the facu1ty, some of the teachers cr1t1c1zed .
our portrayal of the rural quality of life at the school; some “felt
- we overemphasized it or used this aspect of the school pejoratively.
If anything, we may have responded too personally and warmly to this~
part of the schoo1
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Bernqce was an 1nterest1ng person to run.into first,’
“She was just a down-home gal. 1 would guess that
her classroom would run that way--a house full of kids
with the kids maintaining a respegtful relationship to .
her. She went to great 1eng hs™to describe each of her}
own .children. . . . As we left, Bernice, a white woman, !
watched a Black child come 'up to her w1th a big smile
“ and got a big hug from her. The student initiated it.
’.It Tooked 1ike a very sincere gesture. (SO, 6/79)

A further example was observed 1n Kens1ngton S resource center that
_/ .

featured two teachers, a parent velunteer and her infant daughter,
. 4 .

. .and an obstreperous student:

The librarian's aide today is a young ‘Black woman who

has brought her 18-month-old daughter with her. The

mother is working shelving books. The child is fol-

Towing her about, "helping". to carry books. She's a-

. very cute kid and gets .a Tot of attention, The librarian
<? ) . picks her up lovingly just as a teacher walks through the -
s area. The teacher takes_ the child and says, "I see this

Tittle cutie, shopping. sometimes." She plays with the
youngster br1ef1y, then leaves. ’

A student comes runn§Fg through the area. The 11brar1an
stops him and admonishes him, saying "Walk or I'11 warm
your fanny." (Her tone is completely. non-threatening--

_more motherly than anything.) She then turns back to the-
infant, but the student virtually lights up w1th the
attentLon he got from her. (FN 9/79)

we can extend our small town 1mage to 1nc1ude another aspect of the
Kens1ngton staff S collect1ve nature humor. Perhaps more than any‘other

ingredient, humor typ1f1es the 1nteractnon most common among the staff,

<

Dr. Wales S b1rthday party, descr1bed at the outset\o¥ Chapter 3, 1mparts
-one view of the practical jokes and Jest1ng fﬁequent in the school But

this com1c play did not begin with Wales's arrival. One teacher commented
_ n
on how that party had reminded her of ear11er t1mes. We reported the :

conversation in summary observations;

I got. a post react1on from one of the staff. Immed1ate1y
after the party as I was walking toward the first grade
room, a teache& asked me what I had thought of the party.

ROAN 89
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I kind of laughed and joked, and she said,."Isn't it so
_nice?" referring to. the humor and how Wales had taken
jt. Then she began to talk about .an earlier principal N\ o
at the school. They had done something similar for his .~
~ party, only he had been bald headed and the staff had given
him a mop toupee With a part in the midd1f which he wore
all day. She alluded to the quality of the humor and the
- good, feelings it created and-how today's party was so
“similar. She was sopleased that it had developed so T
early in the year. (SO, 8/79)!" : ' f

Humor, either for fun or with a bitg/iis-omn%present~with this staff.
"It 'fTows'.through the staff lounge, runs through the classrooms and bubbles

at staff parties. It functipns to tie the staff intb-the'schoo1's history,

socializes new members, and, as Dr. Wales commented, builds and maintains
staff cohesjbﬁ?““Wé“Cbmmented'on the'séga*aspect of the 'joking at thé :
‘school:

- . We kept hearing pieces of stories. It was like that old
joke where inmates in a-prison heard the same jokes so
“ many times that pretty soon, they just gave each joke
€ a number.. - Somebody would call out. a number and
. everybody would 1;ugh. o .

I thipk it was at the dinner, party last year where the' )
staff set each .other off.with just a catch phrase or word.

> But it speaks to us, at least, of the solidity of the

-~ social system and the fact that.there are all these

‘traces and pieces of humor around that-are-part of the ,

lore of the group. (SO0, 8/79)

- The - importance of a-we]] developed sense dfrhuhor touthedrsociaT-j

_jzation of new staff.member§ was appq{entgin'another instance weLyeported.
This episode Was-ASsociated’With,Né1ésf‘bfrthday party and the new music

~teacher who madé the red paper crown that Wales ware so happily.
/ One teacher immediately complimented [the new musié
- { © teacher] by saying, "Boy, our new music teacher's just
o right in there with us." (so, 8/79)" '

" THe importance, even necessity, of partiEipation-in these jokes was -
. . : . N . . . '- ) - s
further indicated by Wales, who in a previously cited interview, discussed
.ov . : . ) E . .‘\.




. : 3
. . . . . A ) . . @ - - -
! : y
that&"f1tt1ngf1n[to]“ the facu1ty soc1a1 system was, in his view, a
14 .
prerequisite for being hired at Kens1ngton.

LIS

The funct1on of humor in the ma1nﬂenanceqof staff cohes1on was

3

revea1ed as we . became pr1vy to the fact that the faculty had evo1ved a <
1anguage of code phrases and practices. Oné examp]e of this. 1n-group

humor fo]]ows: . ' o ' L e
. . .

The :expression, "that's fine" and a special meaning for

g the phrase comes from a story of interaction of the staff
‘and an irate parent.” Everytime the parent would make a
statement, they .would say “that's fine," but what they

_ actually meant was "bullshit." So now, when the staff .

N wants to say "bullshit," they just say, “that's fine."

It is a real 1ns1de Joke./ (so, 8/79)

Another 1nstance occurred when Wales’ first arr1ved at Kens1ngton

Last year, before Wales arrived for his first staff meeting,
_ , one teacher came up and asked if the principal had arrived _
o yet, and, then as he entered sa1d "Thar she blows!" (SO, 8/79)

Such phrases, some more subt1e, are passed among the faculty to alert
RV .
one .another to'the arrival of administrators from central office.

» _ . 4

- Thus, in one form orﬁanother, humor pervades the Kensington schoo1.
fwe were somewhat surpr1sed at the extent of 1ts part1cu1ar1y when it
was SO prevaiént so ear]y in the school year. We wondergd if a warm-up
per1od might be more usua] and commented at the time: I
There was a humorous qua11ty and congeniality at the

end of the first week of school that we have rarely .
seen [in other elementary school faculties]. - (SO, 8/79)

-

We speculate that the faculty jovia]ity and so1idarity stems from

- two sources. F1rst many of these teachers have taught together for a

- =

long t1me. More than one-th1rd of the faculty has taught together s1nce
. 1966. Four others have worked at the school for ten years. In short,

the current staff is a very stable group. Second, in what we believe to

) e
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be a somewhat unusual- situation~ the’ staff is bound together by extens1ve

extraeschool relationships.“Consider the fo]low1ng
? ~0ne new teachér attended the Milford schools from ,“‘}';_ ﬁ ht
Kindergarten through high school. During all those ". '
S years, she was a classmate of Ken51ngton S current :
- PE teacher, o , '\\_ e

\"
. ..

__Another new staff member had pﬁeviously taught at
R Kensington. :

I

- . ° The PE teacher is'married'togthe firgt'éradefﬁgacher's" ko
o -_daughter. . e R

\" ,
B s

_ The secretary s son is one- of the custodians.
. Two of ﬁhe women teache(s haVe been roommates for years. o

- - 'More broadly in the system, one teacher is married to
% I ~ ahother Milford princ1pa1 S daughter. -_.-v .

S

Finally, one teacher described the nature ‘and extent of the facu1ty s out- -

. \‘:‘ . .n} '
of -school fraternization. ‘ I

-‘There s a lot more going on than I see at other schools.
1 mean ‘at Kensington a Tot- of my best friends and other -
[teacher's] best friends- are members of the faculty.
Whereas at’ some school®; at 4:00 when they go. home, they
never see those people. We usually TGIF once a month
We still get together for.breakfast occasionally

" go to the theatre together during- .the' ‘year. and- get to- .
gether sometimes in the summer. . [The staff] is a. reaily
warm group (T1, 5/79)

These extensive opportunities for'in-school and out-of-school ’
interaction breed a cohe51ve and familiar staff group at the Kensington i.;f
school, a condition ent1re1y in keeping with Homans s (1950) notions
about human groups.; In brief Homans poses relationships between group
1nteraction, se&timent activities and norms ‘the more interactionw
and shared- activ1ties, the more 1ike1y a group 's norms will coalesce and
its members' sent1ments about one another will be positive. Further, we'

' might expect a great dea] - of simiJarity in instructional goals\a:g ObJeCt1VE‘

S e
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\and téachihg sty1es-among the Kensington facu]ty As the fo11ow1ng

sect1ons w111 demonstrate, Lhe. facu1ty s beliefs about schoo11ng and f h

' ch11dren and the teacher S ro1e in the 1nstruct1ona1 process d1d, 1ndeed

L

g coa]esce about a few bas1c tenets, and the1r 1nstruct1onal modés were -

v A

* very s1m11ar. In these aspects' of the schoo] howeVer we f1nd a s1gn1f-

7.

1.

. 1cant shzftﬁgn purpose from the or1g1na1 Kensingtod m1ss1on. Ty

. - . N . . . . "’ ) | S . .
- Pedggogy in Kens1ngton's Classrooms - o, —~

b.-‘. . . . ' Vo . . E .o ) ~’:‘.'
5 ’ ' B ~ ) ’ ’

Goa]s and ObJect1ves of Instruct1on '_" )

. ' ‘.0' ‘. s
? / .

In 1971, we listéd Kens1ngtan S or1g1na1 obJect1ves

1. To -assist pupils to’ become fully funct1on1ng mature
human be1ngs. _ _ v P
. 4 3 : : |-v}_(~":.:._
2. To meet the needs of 1nd1v1dua1 differences by pro--
v1d1ng a d1fferent1ated program., .

. . 3. To provide the sk111s, the structures,‘ and. the .
@ understandings which will enable pupils. to identify
S -+ worthwhile goals for themselves, and to work indepen-
.dent]g toward the1r atta1nment. (Sm1th & Ke1th 1971
p. 32 : , '

At that t1me the facu1ty somewhat wh1ms1ca11y typ1f1ed Kens%ngton 's
thrust as deveJop1ng "fu11y funct1on1ng Fredd1es" for soc1ety S future.
fhe schoo1 s or1g1na1 goa]s were.skill or1ented and spec1f1ed no content.

~ They'emphas1zed ]nd1v1dua1s and 1ndependent means of reach1ng un1que _

Rt 1
and self- determ1ned asp1rat1ons. : ' s

- Dur1ng the "go]den yedrs'" of Edwards s adm1n1strat1on at the schoo1

;| d1fferent set of goals. were spe11ed out* and 1isted in th Kens1ngton o
5

Facu]ty Handbook. Those rev1sed educat1ona1 obJect1ves were far more

specific. AJthough they cont1nued to.emphas1ze sk1T1s, they contained
. '\ {.:" ) . - ‘ .- . r. . .
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many more. references to ]nstruct16na1 content. The reader wjll note

- that in this

" Kensington's

T,

2.

3acce1erat1on ‘of the. regu]ar program.

42
\

more recent-statehent of. purpose, the individualism of

found1ng goa]s was 1ost

To prov1de a genera] curr1cu1um to meet the needs for

11v1ng 1n a free soc1ety‘

Tor prov1de for ta1ented ch11dren through enr1chmen and

To prov1de for those children with 11m1tat1ons through\the ‘
i

‘ med1a of d1agnost1c and remed1a1 measures.

BE

To help all children acqu1re fundamenta] know]edge hab1ts,

. »,concepts, skill, valueés, attitudes, 1dea1s, and- apprec1at1on
o appropr1ate to the1r 1eve1 of matur1ty. :

10,

11.

12,

Most recently at Kens-ing

and "teachers are to teach"

.(Doc.,. n.d.)

hTo 1ead ch11dren to th1nk ref1ect1ve1y.

To train ch11dren in ‘the acqu1s1t1on of good study and work

hab1tS. " » [}

To help ch11dren to 1earn to practice, and to.appreciate

persona], civic, and soc1a1 respons1b111t1es.
¢

To deve1op w1th1n a11 children the understand1ng of the foraes
and ideals of Ameriean greatness.. -

To develop within children a love for the beaut1fu1 in its
var1ed aspects. : :

To 1nterest ch11dren in worthwhile activities in order to
enable them to make profitable use of leisure time.

To deveTob a strong sense of ethical, moral, and spiritual
values by providing a favorable c11mate for developing such

.values as courage, justice, r1ght, rewerence obedience, and

obligation.

)

To develop on the part of ch11dren an understand1ng that our
democratic her1tage-1s “‘based upon a fundamental belief in God.’

n, beyond the vague "students are to learn"

'

rhetoric of Dr. Wales, these same goa]s,0deve1-;'

oped by Mr. Edwards, st111 preface the faculty handbook Teachers, the

1nd1v1dua1s who 1nteract w1th students most d1rect1y, descr1bed their

94
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educational goalsejn far 1ess v1s1onary terms. Their statements are

more a11gned w1th the back to- bas1cs rage. Examp]es fo]]ow
~ 7. I quess what I d 11ke to see i8 more manners. . . . If
“you try to stop an argument or say, "I said stop now," -
you“-have to get very dogmat1c about it. I ‘'feel. . . you ..
got to put [discipline]. 1n front of anyth1ng e]se. '
(TI, 10/79) e ‘ ‘
‘ The emphas1s is gett1ng through the books: math, Eng11sh-
and spelling. I don't think we are doing alot- of extra -
curricular kfnds of things. It seems like the-kids are
just having trouble getting through the basics..” (TI, 10/79)

We're veering toward getting into the content areas--
especially social studies. The emphasis has been in
1st and 2nd grades on math and reading. Aithough we
spend a great deal of time on them, we wanﬁ\to develop
the [groundwork for the classes the students\will face
for the rest of their elementary sch§B1 exper1ence]
(TI, 10/79)

Ch11dren are at school to learn. I think they have an
obligation to obey the teacher and do what they are supposed
to do. I think school needs to be structured and\Very much
routipe so that they can get the most out of their education.
The qgea is to get them so that they have some se]f-d1sc1p11ne.
(TI 0/79) _

To get a]ong with each other. . . . To try to_give them an
introduction to junior high school because it is a completely
- different world [than elementary school]. . . . To try to
pull everything they've had previously together and get the
foundations all knitted together with the idea that if -
thgy don't know it themselves, where to go to find out.
‘ (TI 10/79)

The 1ove of learning and read1ng. « « « You've got to get

them excited. [The most important thing] is reading,

Jjust to be able to read and to capture the words on

their own. (TI, 10/79) :
Across these individual statements, several themes--reading, math,
andwdiscipline--emerge again and again. What seems. most important to
HEns1ngton S teachers is the preparat1on of the student for further

schooling. This very practical and 1mmed1ate goal contrastSsdramat1-

»

"795, _ . K

cally with Dr. Spanman 3 g]oba]}is1ons and with Edwards's belief in

4
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importance of preparing students.to take t?bir'p]ace in a future

erica. ‘ /
urriculum and Instructjon - . i ) //_'
¥ :
. . -
The Content of Kensington's Curfriculum., Predictably, the curriculum

+ of today's kensington is more akin to traditional mores abbut the content

" of schooling experiences tﬂiP.QhQ§e offered in 1964 to its First.students;,

-

Those students enteredﬁ@]schabf.guided‘by a bold manffeStp: | .

. The curriculum is all pupil experiences while under the .
direction .and supervision of the school.” It depends on .
the goals and the kinds of adults we-want. For example,

(. we don't necessarily want adults who can name all 50 states,
or 36 presidents. . . . We-want adults who have developed
effective language' techniques, 1ife-long habits of contiguous
learning, and values which -gquide them as individuals.and ~ C
members of society.,. . . There is no instructional curriculum,
We don't need to teach American history at the fifth grade or :

* individual states at\fourth grade. - The curriculum is determined
by the needs ‘of the pupils. We don't need a crutch such as a
text. (Doc., n.d.) (&mphasis ours) . ‘ . AN

~

Today, stddents work from texts and move methodica}]y thr;ugh levels of
reading, afithmetig, social studies, Eng]ish; and spg]fing; Physical
education, music and occasional sc ence and art activities provide‘some
variety- to this basic diet. = | o |
:fhéfactua1 Eontent of each course offering is extensively &etérmined

" by the textbook that %; ;e]gEEFd by a dfstrjcthide committee for use at.
the sthoo]. Sometimes t;xtbook companies intercede direcfly to affect
the choice of bobks. 'For example, one teacher explained how Kensington
beg§n to uti]ize'a new'spe1f?ng.pnogram, on@"not uséd by -.the rest of the
district.

We use a different series of sbeT]ing books thén any gfher.

school in the district. . . . The text company came into

the district and offered to set up a pilot program in one

or two schools. . . . Our school took it.  They furnished
- all the books the first year because they had just published

. 96
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) this [series]. . . . And then we had a big lwfcheon and
we talked about how we®liked the book .".'. what needed
‘to be changed . . . sb that the next time they print the"
books . . . they are going to make these correct1ons. : . '

4 (T1, 11/79) : o . e ot

Th either case once a text is se1ected teachers dec1de how to progress o
through those texts or which parts of them to de1ete entire]y. :Frequently, .
text material is. augmented'by exerc1ses preferred by 1nd1v1dua1 1nstructorsr
‘.D1ssat1sfact1ons with var1ous texts stem most1y from fears that student

sk111s are genera]ly too 1ow to cope with some of the work or that necessary.

| support mater1a1s, such as science equ1pment are not ava11ab1e. The.s1mJTar-
ity of the curricular experiences for all of Kens1ngton_s.current‘students ,
cam be seeh in the school's master schedu1e (see Figure 4.1, As\one progres-

ses from first grade to sixth, there is simp1y little variation.

Insert figure 4.1 about here. _ -

F——

-

There are several reasons-"for the repet1t1ous nature of this program.
First, Kens1ngton S pr1nc1pa1 and teachers be11eve in the‘1mportance of
emphas1z1ng basic education. This attitude co1nC1des w1th both the
broader national vision re;\FdTng education‘and the view of the school's

| own'community. Second, although Kensington's original program was more
varied, it was a1so‘more cost1y;a,The'ear1y emphasis oh dramaland art, |
for examp]e,enecessitated expensive, consumable materia1s. Milford's
,economic difficulities required cutbacks.

-

Another factor.,affecting the school's curricular limitations was

-

‘explained by one of the teachers: , ‘

2
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.

Figure 4.1 Kensington's Master §tﬁedule,
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" the district w1th supp11es they buy tﬁemse]ves. Thi

~ Well, you ca#d keep your AAA rating witﬁout having an art’
" teacher at every school, but you have to have a music
teacher. It's -a matter of practica]ity. (TI, 5/79)

Thus, music remains and art is e11m1nated as state credent1a11ng re-

-’ I

qo1rements add another determinant tg»those a1ready_affect]ng Kens1ng-.

A

ton's ‘curricular offerings.

Teachers at Kensington-are dissatisfied with such limitations in-

~

program. Many of  them supplement the.meager art 50§g1ﬁes provided by

out-of-pocket

-art program perm1ts some draw1ng and even ceramic act1v1t1es in some

c1asses. Frequently, these art‘act1v1t1es serve as a reward for

students who perform exceptionally or are very cooperative: more:
N . . 7/ Cr o

will be said about this token economy in a later section. Other efforts-‘

to vary'the program include field trips, the parties mentioned:jn the

interview with Dr. Wales, and extensive musical programs which owe

VA

thﬁ;;/existence to the hard work of a particularly d@d%cated teacher.
AnotHer teacher still runs a.stamp collecting club, again supplying
the necessary materials at his own expense. |
Some teachers, however, .can only vent their frustration’-fee]ing

forced to turn otherw1se 1nterest1ng act1v1t1es 1nto routine paper and
penc11 exercises. One such 1nsta ce occurred in sc1ence. A fourth-graoe
teacher spoke to that issue: | ‘

I can't-do much in science. {g.j} Usua]]y we try to

get a concept across to the class as -a whole. And I

do this by drawing pictures. I-do.a“lot of true and

false exercises and show films.  We also take the science

vocabulary and play a sort of bingoi'game. . . . We have

a text, and I stick very close to it as far:as the concepts

that I try to develop. We have some laboratory equipment
but [there is] no time to plan to use it.and I' ve had some -

Lo ‘ —
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: \. bad exper1enCes. [The text] says all you have to do
is pull it out and set fit up and read. “the little
chart, but it didn't turn-out-that way. . . .

L. “I've had a few exper1ences where my class was Just .
left blank. . . . I can't think that fast on my feet.
[The equ1pmentﬂ is not put together so that it is
usab]e._ (TI, 10/79) ) ~

We observed th1s same teacher s -attempt to prov1de a 1aboratory exper-

o
‘ience for h1s students 1ater ip the year,- The effort was aborted when
t N

he found that the»thermometers that .were essent1a1 for the exerc1se

were no. 1onger 1n the’ sc1ence k1t.. | o ,‘ ',\A
\\ - ' .
In summary, the curr1cu1um of Kens1ngton todax, is a far cry

“from the amb1t1ous, open-ended curr1cu1um of the schoo1 S p1anners.'

The current content of 1nstruct1on howéver, does a11gn w1th ‘the ~

more narrowly stated goa]s of the schoo1 staff the dlstr1ct and | _
S/ N
the, community. It is cons1stent with the 1nst1tut1on s ab111ty to

"

support the program financially.

Organization for Instruction. Just as Figure 4.1jdemonstrates the

4s1m11ar1ty of curr1cu1um content across grades at Kens1ngton, it also st
that the, organ1zat1on of the 'school day-is very s1m11ar for most c1asses
The staff's preem1nent concern for read1ng instruction 1s respons1b1e

‘j for much of th1s s1m11ar1ty. At all 1eve1s except the s1xth grade and
h1ndergartena read1ng beg1ns the 1nstruct1ona1 day. Math seems to be
the subJect most common]y slotted after read1ng, then ‘social stud1es or
spe111ng. Kensington's staff' follows the not1on that d1ff1cu1t tasks
shou]d be scheduled ear11er in the day, tak1ng advantage of the student'
”fresh energy and attent1on for areas that teachers cons:der most 1mport‘
Less demand1ng act1v1t1es are schedu]ed in the afternoon in’ most instan

Beyond attention tofthe importance of reading, the rotation of students

2
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through phys1ca1 educat1on and music spec1a11sts constra1ns some choice l
in the timing of c1asses.

In add1t1on to the,stmi]arjties in'class schedules, we found two
consistent arrangements.for the delivery of instruttion‘common across
classrooms at Kensington--grouping and teaming; Both of these structural

aspects of‘instruction'were responses to the diverse needs.of the. school's

‘ students and both affected the form of 1nstruct1on as we11

<4

Group1ng descr1bes the practice of d1v1d1ng c1asses 1nto sma11er units

=

baseq\on some cr1ter1on of achievement or competency. The purpose of‘group--

" ‘ing is to aldow teachers to focus on smaTTer numbers of students: who have®

similar' needs. Repet1tﬂpds experiences for students who have mastered

S

vvarious SK1117 are partaaTTy avo1ded, students work w1th the sk1115 they

possess towards the atta1nment of skills they have yét to master. ~The
N o .
number of groups formed in a c1assroom depends not on]y on the number'

- of ab111ty c]usters of students but, ‘on the teacher s ab111ty to manage

s1mu1taneous act1v1t1es. Further, teachers are aware that as the number

of groups 1ncreases, superv1s1on of the work

The number of groups in c1assrooms, then,*aTS_

_rgupsrdecreases.

:ichers

percept1ons of” the1r students needs for superv1s1on and guqdance..- .
The Kens1ngton faculty common]y worked w1th fourlor mo_ehgroUps at a 4'1

t1me a capac1ty Dr. Na]es held in- the h1ghest regard ~Somet1mes the

necessary number of groups outstr1pped the teacher's ab11t1y to ‘work w1th

>

each group every day. One staffer descr1bed the soTut1on
I've got the Tow [ab111ty rejders] I've got six groupsﬁ-;
within that low group. « . . .You don't get to all six of
" them everyday. No way you can.  So while I'm work1ng on et
"~ one group, the other groups are either working on i
workbooks or .reading by themse]ves. (TI, 10/79)

;
: Lo
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Students working’ 1ndependent1y gn workbooks or d1ttos pages
const1tutes "seat work" in the minds of Kens1ngton s teachers. Seat
-work pages are commonly printed in purple 1nk, and commercial varieties C\\{,‘

. frequently bear catchy titles or are adorned with'cartdons. A .second-grade

,

teacher cont1nued the explanat1on of seat work: . ® -
Well, during the home room per1od that's just the period we
. prepare for the day, we get the lunch count, the roll and have
. the pledge. The children sharpen their penc1ls, get their
,' - drinks and really prepare so that they can sit downand get
"~ to work without running up and down. The first few minutes is.
- spent giving out the seat’'work. The seat work onsists of some
\>; . - spelling, some language, writing, and different ‘skills in
«. ., .-reading. . . . From there, after the children are settled and
- jinto their seats ‘and understand what they're supposed-to do,
° we go into our individual reading classes which are d1v1ded by
‘ the_ab1]1ty of each child. (TI, ]1/79) : -

From first grade-through s{\%h at Kensington, purple dittos were a perva- .
N . Ks1ve\phenomenon. ‘Other teachers comments revealedlthat dittos enter,.

1nto the: 1nstruct1on of every subject. _

And I give them.an act1v1ty sheet that I make up that goes .’ :
with each unit in the spelling book. And then there are
also ditto sheets.that go with the spell1ng text. (TI, 10/79) -

Last week I started est1mat1ng dec1ma]s with the students.
And some of the .children really ran into problems. . . « -

"~ So what I d1d I got ditto material to re1nfqrce [the1r
sk1lls] (TI 10/79)

I'm us1ng the old social stud1es ser1es « « +» because I don t
have the official textbook in the school district. They
don't have the money to buy it for me.. So I use [the old
ene] as supplementary material. I have, through the years,
constructed my . own teaching units--20 or 25 of them--something
. 1ike that--which covers everything in the text and more. I
have ditto masters, depending on the unit, anywhere from three
.to eight or ten to go with every part1cu]ar unit. (TI 10/79) L

I found that some of the kids were f1n1sh1ng stor1es very _

. qu1ck1y and that others were behind. So this wasn't working.
I went to another teacher for help and she gave me some reading
ditto materials- that she had accumulated over the years. It
.was really nice, you know, it worked. The children [get]
packets, that!' s,what I call them, each week. One packet:,

- Y
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- goes w1th each storyf' And they 11 have to go through it
and maybe look up dictionary words or th1ngs pertaining
- ~ to a story. (TI, 10/79)

'b\feveral teachers kept dittoedvp1ctures.in their rooms that;children
o : '

'cou]d cotor when they'comp\eted other assignments.
Work sheefs, purple d1ttos, were produced at Kens1ngton by the - -

| hundred They occup1ed students when teachers were not d1rect1y available
¥
_ to them, prov1ded means of remed1al work, even’ perm1tted a veh1cle for faster

'students to move ahead. Kens1ngton S teacher a1de was often found churning
dittos from a machine in'a corner of the front office. Once again, teachers -
persona]ly supplied this éea of'materials.

You buy them out of your own pocket. 1 just
bought $125.00 worth of ditto books. (TI, 11/79)

Group1ng, the practice supported by the omn1present d1ttos, is an
- organizational device most teachers at Kens1ngton feel locked into. The -

size of classes and the nature ofkthe student body .were thefkomnnnly.

spoken reasons:. v ’ : - o

p < * . ) - . ' ¥ ?

! I have six reading groups. o

' "0BS: That strikes me as a Tot of? groups. How do you keep
them busy? . ;

Seat work. Now, if we had not had such a large group, we
had worked on games for them to Tay . « . stations. We
were really ehthused about “this and kind of got the wind
, knocked out of our sails.. Very d1sappo1nt1ng. I have 29
‘'« =~ ' children this year and my partner has 28. ' There was just
not enough room to set up the stations. We had a spelling
Yoo station, listening station, a math station and a language. -
arts stat1on. We even hoped to have an art stat10n.
(TI 10/79) N ‘
Th1s teacher expla1ned how her ch1]dren would have moved from stat1on to
%
stat1on, mostly on_an 1nd1v1duah basis, comp]et1ng the day S ass1gnments.-

' - She continued:

/- . T e N Y
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; We hoped maybe we could do’ thi¥ if we ever got [thHe students]
’ - under ceatrol where we feel like they can take the respon-
’ . sibility for moving. It worked really well once, you see.
\ﬁ\ “When I came here ten years ago; 11}‘worked really well that
. way. I think you are finding children are more, outgoing,
. squirming, uh, many are not taught manners oF how to deal
3 with the outs1de world. . . . Their attention spans were |
N Tonger., They had self- discipline. . . . You read a lot of
' articles, and 1 find they are true, in my op1n1on. Too much
sugar.in their diets. . . Too much televi®ion. . . . Too
_ much freedom. . . . They are left alone too much of the time.
. It's hard to compete w1th all that in the classroom. (TI
- ‘.10/79

Mr. HawK1ns, Kens1ngton S 1nter1m pr1nc1pa1 <haddrawn the ,same con-

c1us1on about the sh1ft1ng Kens1ngton student* body and the importance

- of group1ng w1th1n c1assrooms.

We learned a great dea1 [about] what we had to do. . . .
Teachers were still trying to teach large groups . . .
trying to- teach like they had before and they expected _
the kids to know qu1te a bit. . . . I think they 1earned L
that they were going:to have to put up with what we
were getting,’ which were more or less pretty much Tower
~ ) ach1ev1ng children than we had been working with. They
C had -to drop the idea that they could group them in. s .
b1g groups. I think if you go around now, you'll find
s . » o teachers will have about four read1ng groupsS. -« « . -
And that's what they have to do--take them where they L
are and go from there. (11, 5/79)

The other organ1zat1ona1 device we found so common among the teachers

S ¥
at Kensington was team1ng. Severa] teachers referred to the same pract1ce

as."departmentalfzing;"_ we might ca]l 1t\spec1a11z1ng. _Bvahatever,]abe1,
the practice'invo1ved4sharing'$tudents acrOSSrcdassrooms within the same
grade level. Common1y, students wou]d meet w1th a "homeroom" teacher in
_the morning and then rotate among other teachers for read1ng, math, |
. | spe111ng, social stud1es and sc1ence." . , ] f'
1_ In part team1ng was .another form of response to the d1verse 1eeds'
of the student group at- Kens1ngton. where one teacher might be forced
/ to lv'm1'ss'" certain groups‘on any certain day.,,A team1ng_a11ows one t acher
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to focus on mu1t1p1e levels of poor]y sk111ed ch11dren wh11e another
works w1th m1dd1e-]eve1, or higher-level groups. Thus ;he pract1ce‘
'freduces the d1vers1ty in a s1ng1e classroom at-a gdven t1me. N1th ]ess.
d1vers1ty, ‘there is a need for fewer group§ and teachers can- spend more‘
~direct 1nstruct1ona1 t1me w1th each youngster.
“In add1t1on, team1ng prov1des elementary teachers an-. a]ternat1ve
llbto the burdensome load of mu1t1-d1se1p11ne preparat1ons, a’ load that
se]f-conta1ned teachers must bear. Th1s benef1t accrues as teachers
.sp]1t;the1r classes by,subJect as_well as by achievement level. One’
team member'assumes responsibility'for math whi]e~another focuses on
social stud1es, or sc1ence or English. Frequent]y, teachers make this
- determ1nat1on among themse]ves and capitalize on the1r own 1nd1v1dua]
1nterests, skills and exper1ences.,_: : E; o ‘ff‘
) Current]y, teaming arises spontaneous]yzand 1nforma1]y among teachers
at Kensington. Successfu] teams evo]ve when staff members see ways of
reduc1ng their 1nd1v1dua] work” loads and when they fee] they w11] be ab]e
to interact successfu]]y w1th the 1ntended paftner or partners. Many of
Kens1ngton s new classroom wa]]s resu]ted from difficulties that occurred
between 1nd1v1dua1 teachers who had been forma11y ass1gned to work togetherlui
in teams. Today, however many of the facu]ty report pos1t1ve att1tudes .
towards the practice.’ - .

As long as you keep departmenta11z1ng wﬁere the kids

can move around a little bit, I"think it's for the better.

e o e It makes ‘a better 1earn1ng atmosphere for the kids

and it's certainly easier for fie. If the teacher secludes
‘herself, whére she teaches all the subJects where she

might be weak in a couple of subjects, it's actua]]y

a drawback for the kids. Teachers are stronger in Some
subjects and if they teach them, that's good.' I think

~kids having different treachers get to know their views
-and their personalities. . . . It' Siele e lTike 11fe in genera]

TN




c _  they have to meet and talk and respect differént peopie"
- ~ - for what they are. (TI, 10/79) ) : , :
‘ :There was,AHOWever,.anotheb view of teaming at Kehsingfbn. A third;gradé ;
. . - ."*./' , . R . . . . , N
. teacher commented:

~ . I think I'velpecome much more traditional since I've g o
‘been here.- Iythink I°'know a lot . . . about ways - |
. that I’d. raisé kids and things that I think work s
. and things that I-think won't work. .I've been a
; A . gelf-contained teacher here for three or four years - .- O
L . and I've really enjoyed that. I really prefer, =
: L © that.. The noise gets to me after a while and I : ‘
really enjoy having the same kids all day.  They're @ .
your kids.and I think you develop much more-of a
- rapport with [them]. . . . You think of them as your -
kids because you know what's going on and I think a
Tot of proglems get handled. because you do have - o,
the same children all day whereas teachers who switch-- e-‘t
I think -some of them, when you only have students- for
~a half an hour a .day just put up with [problems]. I
think -a 1ot of serious problems are overlooked because
of that. . (TI. 11/79) T : »

wr N
1]

Despite such arguments for the-Self-contaiheﬁﬁtlassroom,’the perva- -

siyeness'of the ofgani;ationai,dév{ces;-grpupfng qnd»teamjngﬁfgt Kensingtbnﬂ
| would seem to,indfcaté thataéomé of Spahmqﬁ'§.yi§ion§ for the refofm of . .
~education todk-ho]d in his model school and perservered throughdut the

tfials and tribulations of the past-ffgfeen years.‘ In fact, th;s Qbu1df:> ~
~'be an- erroneous_assumption, for’ there aréldistinct quﬁiitativé différencés 

“betWeen What'teaming begets at Kehsingtbh todax;ahd what Spanman hoped

LI

-~

. for when the school was opene$.,
For Spanman, teaming“fonnoted'other;qlosély'dssociated concepts:
The program was to capture team teachifig-with all of its.. -
varying organizational possibilities--ungradedness, total
‘democratic,pupi]-teach@r1decision.making;_absence of .
currigulum guides,.and a learner-centered environment.
. ~ The idea to prevail was primarily that of freedom from -
_staid educational means which,.in turn, would'unleash”
 both.faculfy and students. from the difficulties of
“the traditional and move-toward an "individualized - -
Tearning program.":»(Smith & Keith, 1971,2p.;;)*:_<"“535~,.
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Teachers today reJect th1s t1e w1th the past. They see the 1mportance

of meet1ng the needs of ’ 1nd1v1dua1 students as the bas1c nat1ona1e U

N
H

' for today s program. They reJect the ear11er means to that end. One L

;;.- faculty. member expressed’ the po1nt ' -
' 1'2 h_f e One of the fbund1ng pr1nc1p1es'1n1th1s'schooTFev1dent1y, .
3~ . ~though I wasn't there at.the time, was that it was supposed
( )Q:;]-;' .to provide the child with their part1cu1ar needs.  And - - - ,
. e basically, that's what our program is doing now. .'.A..f

- - ‘Although, they were talking, you know, more about an openV\
o _‘1‘ " classroom type: ph1Tosophy there. . . .- They. just didn"t
Sy &_E. have any waTTs. Didn' t have any textbooks e1ther. (TI 10/79)

,'

Today, the mean of "meet1ng 1nd1v1dua1 needs" is 11m1ted mostTy

Ty

o those needs measureab]e by pre- and post test1ng. Those tests ¢:~.'

determ1ne .a.child’ s p1ace on some performance ach1evement or 1earn1ng

-

- -cont1nuum and, to a Targe extent d1ctate,the nature. of the student s T

1earn1ng exper1ences., In Kens1ngton s case, the process offers ch11dren

a cons1stency from year to year that prov1des a sense of secur1ty and . Lol
. o ‘ ’ !
controT But we be11eve that Spanman woqu argue. that the process forces vj

a st1f11ng sameness on ch11dren, a. cond1t1on ant1thet1ca1 to h1s v1s1ohs

‘we f1nd no ma11ce in e1ther approach The d1$crepancy reveaTs, 1nstead

T t B

a d11emma wh1ch educators have argued throtugh centur1es that span\Rousseau

and Sk1nner. It 1s“a conflict of va1ues that under11e bas1c 1mages of ’

' -

man and of man's dest1ny. D L .

'StyTes and Methods of Instruct1on o - . S

a

.’!

Desp1te the s1m1ﬁar1t1es in goaTS and curr1cu1um w1th1n the current

' Kens1ngton facu1ty, the act of 1nstruct1on var1es among the teachErs.
) 'D1fferences seem 11nked to 1nd1v1dua1 s persona11t1es and eXper1ences as-
;weTT as to how each teather perceives the needs and ab1]1t1es of~h1s or’her ;:&
students. For“exampTe;Ntmo.teachers.refTected in our jnterv1ews aoout et
B L T ‘107 | S N (\
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hpu'their'own past experiences-affect their present teaching'style.
The first_atteﬁded a strict'Catho]ic school as a child and recognized
how those years had inf]uencéd her own classroom preference for order
and discipline, |
“* [ think I 14k a very organized classroom, and I think
' '  kids like sftting down when they're supposed to be. I
don't-go for everybody hither and yon, working on their
own projects. I don't-know if that's just my personality
or something that dates back to the way I went to school.

"I think Kids need some rules and regulations and that sort
of thing. (T1, 10/79) , o :

The second teacher pércejved,that-his own childhood difficulties were a
ncatalyst for;hié classroom style. That sty]é depended on close and
®« ’/; . N

\I

* personal interactions with the students.

. I think the only thing a teacher can 'go by is his back-
g ~ +ground. You know, they ‘were in school and they might have
¢ : :  Jearned to do somettring at college, but I think one of the
‘ ’ " biggest assets that I have is really my.background. I
came from a broken-family-home and I was-not a real bright
student: I had troubles with some subjects but ‘I really
feel that my background &ﬁd knowing how tough a family
situation can be gives me a true insight to a lot of the
kid's problems. . . ...I think that's really helped me and
helped the kids-because they can come to me anytime and
they can talk to me and I can really relate to them and
. tell them experiences I had: They just about drop their
© jaws ?ecause they don't feel that teachers are human. (TI,
- 10/79 . ‘ . ’

'Othér teathers'insisted that they'taught as they did'because of
the capacitie§ of their stﬁdents.  Ohe teacher stated her'goal simply,
5_- _-' "To take'themlﬁherq they are gnd move them :; far 'as' I can.™ She added’
parenthetically; "And someéimes; that's not very far?ﬁ—?#i, 10/29) . |

f%& Another stated a common perception amoﬁgAEhe faculty. about how the stu- -
g, . . - 'IZ :
'.‘t.‘-'? E—

;" " dengs had changed Since Kensington opened and how that change related -

tq\fhe shift away from the onestime “open“ approach. -

. o . o - B
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There are some open suites but not as many as there.

used to be and I think the children--well, we've always.
had a 1ot of children from broken homes . . . but I think
the kids were a 1ittle bit more sedate and they could
handle a 1ittle less structure than the kids we have

now. (TI, 11/79).
Thus, current teachers at Kensington appear to agree in their perception
_of how students differ now from the school s early days. They agree on
“the need for more structure, too. They remain, however, 1diosyncrat1ca11y
" tied to various means to reach that more structured end
~ These'various instructiona] styles'can be described by the categories

e

developed by éossert (1979): recitation; class. task, and mu]}itaSk;‘ At
any moment, a visitor.to Kensington may find examples of each. |

Recitation: Mrs. Baur's Third Grade Class. Bossert defines
“recitation as’"ansactivity'that inyo]ves‘the uhole class or a large
"_group of chi}dhen in a sing]e_task:"The‘Children listen to the question
the teacher asks; raise their'hands wait to be, recognized and give an
answer . . . the teacher usua]]y controls the flow of questions and
”answers.“ (p.'44) This common pattern of classroom 1nteraction 1s readily
~ found at-Kensington throughout its‘seven grades. Our fieid noteSfillustrate‘

one such activity, a handwriting class in the third grade. " =
- The..class begins. Mrs. Baur asks students what they
d studred'yesterday. ggether, they answer, "M." - .~
 Mrs. Baur tells the students that the letter N will" ‘
be:easier and asks why. A3student raises his hand.
and answers, "One hump. " ‘

Mrs. Baur asks students to write Nﬁgn the air. The
"children raise their writing hands *and trace the form
- of the letter. The teacher traces the letter ‘with them.
Her movements are.gpckward S0 that tﬁey appear correct
g from the, students perspectivez LS

She stops brieflyfand tells a student not to stretch
his shirt. "It will not look nice if-it's stretched
out." She continues discussing the letters using
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names for letter shapes like "hooks" and "humps."
As Mrsy Baur talks, she stops mid-sentence to ask a
question--almost like a fill in the blank item. The

. children enthusiastically pick-up on these cues for

. a response. Mrs. Baur repeats each student's response.
Her tone-is reassuring. Emphasis is on the first syllable
of the child's answer if {t is correct. If the answer is
incorrect, her inflectioni§hanges, making the statement a
question. Many students have an opportunity to respond.

She takes students through each step of the writing exercise.

She then distributes a ditto and tells students to put their

names ,on it. She explains the assignment, speaking slowly,

loudly, distinctly. "Put your pencils down." She checks- to

. » - see if all pencils are down.Z Then $ays, "Who's going to make
C ., their letters touch the 1ines?" Most hands go up. "Who's
going to write too‘'small?" |No hands go up. .Her style
encourages participation. Hands go up, but there is no
shouting out.” (FN, 9/79) oo

Baur's deliberate pace guided the class, together, through the lesson.

r

Order-and control seemed to charactérize the acf%vjfy,ias did eager

participation by the students.  Shé was able to remain aware of each a
child's performance from her posifion in front of the class, noting'i
inattention and instantly termindting any'unwar}anteduactivity;‘

Ciass Task:- Mrs. Alford's/5th Graders. Returning to éossert, we

find class tasg defined: "Work sheets, tests, math assignments, or other

tasks assigned .to the entire class fit into this category.” (p.44) The
- second day of school, Weifqpnd Mrs; Alford preparing her students féf a :

seat-assfgnment in readiﬁg; Fiq]d'notgs,“again, qescribe the Episode:

" Mrs. Alford sits behind her desk at the front of the room.
She greets students who enter,-then calls on rows of stu-

_ dentsione by one to sign up for lunch and turn’ in_homework. -

" She speaks in a soft and gentle voice to both praise and - T
admonish students. Notably, on the second day of school,

shg_address s each child by name. :

: She instructs reading groups to get their respective books
~ , ‘(the students are grouped according to reading achievement
level). Mrs. Alford then gives some brief "get started" .
instructions. She leaves the rqom briefly to take two °
students to a remedial reading #lass meeting elsewhere in

\ .
» S

125

S L S0




the building. The students who remain talk in her
absence. Three students begin to work on the assign-
ment. One student, isolated in the rear of the room,

is working in a notebook and is very absorbed tn his
activity. Mrs. Alford returns. The isolated student
moves about the room to sharpen his pencil. Another
teacher enters and whistles loudly. Shesthen singles

out one’boy and says, "Come on over here. You just got.
promoted!"" The student joins her reading group for the .
. remainder of the period. "’ » P

. Mrs. Alford directs her students' attention to particular
pages of work and asks them to complete them quickly and
turn them in to her before the end of the period. Ap-
parently, there are two separate groups in the room at
this point, working on separate reading assigqments.

- Mrs. Alfard finds one student without "a Workbqok. She
leans over him and says, "Are you with us this morning,
sir? Where's your book?" The' student holds his position

" and says, "I didn't get-~one." . Mrs. Alford says, "How many

times this morning did you hear me ask if anyone needed a
book?" She gets a book for the student.

The assignment for both groups is a pre-test. She explains
that they need not worry over it: "We just need.to see what
you need to work on." " The ‘lone boy in-the rear of the room
again moves to sharpen his pencil. Mrs. Alford askS what )
"emphasis”" means. No one is able to define it, though two
students try. She explains the word in the context of. her .
assignment and then asks if there are further questions.
Two students raise their hands. She moves to them indi-
vidually as other students begin work. : o7
Alford leaves the room again. A1l the students are working
and the class is totally quiet for the first time thjis morning.
A new student enters the class. Alford has not yet returned.
Other students begin to talk again. One student attempts to
talk to the single student at the rear of the room, but the '
boy does not answer him. s _ :

One student appears to finishﬁhis assignment. He begins

to talk to others who are still attempting to work. Mrs.
Alford returns -and begins to circulate through the. room,

. checking students' work and quietly encouraging others. She
then attends to.the new students- The isolate again returns
to the pencil sharpener. A student walks to Mrs. Alford's
desk and quietly asks a question. Mrs. Alford responds
Toudly, "Oh, no, that would be cheating." She asks for the

" attention of one of the two reading. grodps and begins to _
explain the complicated lay-out of the workbook page. Other
students begin approaching her desk during the explanation and
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a line forms. Mrs. Alford ends her instructions,
saying, "Now I have you all confused. Right?"
She begins talking quietly with each student in the
line. The first student to ask a question has returned
to Mrs. Alford's desk and is smil1ng broadly, apparently
, Pleased with her work.  The tone in the room is happy

> and industrious. .There are no sounds, except for a

steady hum emitted by the fluorescent light fixtures.

. One boy turns around in h1s seat to look at his neigh-
«  bor's paper .and begins a comparison with his own.

“  Satisfiedy he: turns back around and resumes work. ,
Mrs. Alford is grading papers at her desk. One student
completes the assignment and turns the papers into the

* teacher. " She instructs. him to continue with an assign-
ment begun the -day before:-. The isolate. approaches Mrs.
Alford's desk and submits his work. returns to his
own and begins to look busy. He ‘takes out _paper and

. pretends to write.” Mrs. Alford calls him back to: her
desk and beg1ns to review his work with him. 0 o |
Fifteen minutes into the work, a tr1ad of boys bedins
to talk and giggle. Other students look around.

Mrs. Alford meets one child's eyes with a steady
and stern stare and asks, "Don t you have anything

Ten minutes. later, thefe is wide spread restlé
room. Movement &nd £hatter characterize
activity. . Mrs.
the period and-tells students to prepare for their next class
-and to tupfi in“their work whether or not it is complete. = . .
(FN,_8/79) »

Again, this is a strikingly familiar scenario. Subsequent obser=-
vations 1in the;same classroom produced‘similar episodes punctuated,
perhaps, with more interruptions qr non-task related activities initiated ,'
-by the students. Class task assignments permit- teachers more oppor-

‘ tun1ty to work with ind1v1dua1 students than rec1tat1on and more t1me
to prov1de gu1dance and encouragement. In the various instances of
class task we observed, control was never as'tight or direct as in .

recitation; the teacher was never as aware of every student's activity.

'.-, l112 127 |



"Multitask," at 1east in our observations, provides even 1ess opportun1ty
for contrq] but a s1gn1ficant1y greater opportunity. for 1nd1v1dua1 work
and progress.

Multitask: Mrs. Shaw's Bustling Bee Hive. The term multitask

explains itself, but for symmetry, we return one last tife to Bossert's
b . ,

definitions. .o

) 7

The third type of task structure is the multitask organiza-.
tion, which usually includes tasks like independent reading,
small group and independent- projects, artwork, and crafts.
These activities involve the greatest amount of pupil choice s
in organizing and completing the work. . . . The distinctive
characteristic of multitask settings, however, is that many
different.tasks are being worked on simultaneously. {p.45)

Mrs. Shaw's classroom was a veritable prototype of multitask organization.:

The room's physical appearance, the noise level, and the_amount of student;

<

movement were immediate cues that something different from other Kensingtbh'
. [ ’ .

c]assrooms occured here. AVisitors who might have suspected that this
was the classroom of a young and idealistic teacher would have Qgen'sur- '
prised. Mrs. Shaw was a veteran, an older teacher among the staff.

Ihdeed, Mrs.'Shaw was the “01d timer" in the Kensington facu1%y

”
4

sysfem, having begﬁn tedching at'theisch061 the same year EHwards took
‘contrq1 of the program. " In many ways,'afterta long -and reﬁpécted'caﬁeer
in the ciassroom, she remained a believer and:ad&ocate of the innovations
which characterized Kensington's start. _Shé Wés one of the few reméin-
ing'teachers whd be]ievéd_that the wal]s'diViding khe original open.

. . A
spaces.were a sad accommodation to changing students and teachers. Once °

again, our field notes relate the essence of her teaching'environmeht and

L 4

a glimpse bf her %ty]e:
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The-passing of two weeks has allowed a number of

changes in Mrs. Shaw's classroom. A plant light has
been hung over a trough in the rear of the room that
is now filled with milk carton "flower pots" from which

‘plants are beginning to sprout. ‘In another corner of .

the rear area is a table filled with models of log

cabins and pioneer scenes. These are in the process

of construction and are made from bits of wood, clay

and cardboard. A model Indian-village sits on top

of .a cabinet. Two strands of twine have been stretched
from the front of the room to the rear”above head leveld
Paper bats (for Halloween) and student-made geometric con-

~_structions hang from the lines. Three mobiles and a model
-of-the "Eagle III" balloon also.dangle in the overhead space.-

A test has just been'administered and completed. One group
of students sits about Mrs. Shaw's desk checking-answers,

‘The kids are concerned about whether their responses are -

correct and keep asking, "Is this right? Is this right?"
They vie for Mrs. Shaw's attention. '

’ . . N & .
From time to time Mrs. Shaw calls on students outside the

test group, and asks,if -some item of work has been, completed.

‘Those students work at their.independent task§. Others are
~working with math puzzles constructed of boards, pegs, and

disks. (These puzzles were made by Mrs. Shaw.) She asks one
group of boys if they are playing by the-rules: “Are you-
playin' right? 'Cause if you're not you don't have your
thinkin' caps on." . : B e
The check group finishes with Mrs. Shaw and she begins a
question.and answer social studies lesson with. another
small group. She simultaneously begins ten other stu-
dents working on-the completion of an incomplete .reading

"assignment. The rest of the students continue to work with

the math games or chatter among themselves. The room is
moderately noisy. . o :

‘Two boys Steal oVe} to the coat rack and sneak'into a lunch

box. ' One boy takes something out.and the other acts as a
screen, blocking-Mrs. Shaw's view and awareness of the
episode. They go ‘over to-another corner of the room to
examine their contraband and are joined by a third student.
They ‘are engrossed in the set of baseball cards the-one

" student removed from his lunch box.

The period comes to an end. . The owner of the cards returns

them to his lunch box while another begs: to have them. As
this discussion continues they visibly keep one eye, and
probably one ear, on the instructions Mrs. Shaw gives for the

next activity.  The groups and_aqtivities shift. (FN, 10/79).

.
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" As distinct as these‘threeﬁstyies_nfjdnstructjon appear in our

short vignettes, one may‘wonder about their relative merit in terms of
effectiSe instruction and student achievemént. In.reality, things are

" not so;simp]e{, In the experience of most,'if-not all, of Kensihgton's
students, instructional modes me]ded’as,the children fnteracted with a
variety of teachers'during each schoo]iday; To further comp11cate the :
picture, we did not observe any teacher uti]iz1ng on]y one form of )
instruction.- Recdtation“teachers intiated class tasks, and'ouﬁkmultitask
exemp]ar shifted easily 1nto the rec1tat1on mode'of 1nstructTon. She »
used c]ass tasks as well. No determ1nat1on of the relative benef1ts of
the various forms of 1nstruct1ona1 act1v1t1es was made.

The choice of 1nstruct1ona1 mode made by any teacher at Kensington
seemed more c]ose]y related to their concerns for order and contro] than
to any undegstand1ng of the social or academjc benefits thaﬂgﬁfght_be ,
associated with each of them. They ardentjy believed that'before their
charges could be educated control had to %elestablished | Tales of o
extreme student misbehavior in the years prior to our return study were.
free]y q{fered in defense of the1r emphas1s on d1sc1p11ne. Mer1ted or
not, Kens1ngton s-staff used an arsenal of control schemes to keepttheir
students.engaged.$n academic tasks.

Control for Instruction ° o -

A complete descriotiOn of. the nature of 1ife and work in Kensington's’
classrooms requires this final section about dfscip]ine and motivation,

: _These topics may seem a pecu11ar pair at first, but ‘the 1og1c that leads -,
oA

to the1r s1mu1taneou3 d1scuss1on stems from the fact that both were seen

by Kens1ngton s teachers as forms of 1nducement that 1ead to student

-y

learning.’ *

.
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The faculty described,the sanctions they would'emp1oy to encouraoe
or discourage student behaviors;-discipline denoted‘negative sanctioning, -
and motfvation was synonomous with positive reinforcement. Their reper-- :
toire of inducements'included coercive, remunerative and normative
" acts, a typology with which Etzioni (1961) character1zed organ1zat1ons.
. In th1s instance the three categories 1end themse]ves to the descr1pt1on _
‘and def1n1t1on of_an important aspect of the Kensingten 8chool.

Coercion: The "Essential Nightmare." .Qules.Henry'(TQGS) writes:

School creates what I have called the essential nightmare.
The nightmare must be dreamed in order to provide-the fears -
necessary to drive people away from something (in our case,
_fa1;ure) sand toward something (success). (p.321) (emphasis
his

'Coercion can be thought of as the use of raw power to get someone to
Asometh1ng they might not otherw1se do. In the case of Kens1ngton and
most public’ schools, that power is often more 1mag1ned than real, and

' teachers may go to oreat lengths‘to maintain‘thé illusion. Thus, the
f"nfohtmare“'metaphor se]ected by Henry is particularly fittino.' At
‘.Kensington,'however we found several,brief instances where thernight-'
, mare was lived rather than dreamed The example which fo]]ows may L
evoke ch11dhood fears and provoke 1re but in fa1rness to the teacher,
‘ the s1tuatron probab]y mer1ted her’ act1ons.“

: The spec1f1c episode deve]oped after an upper-grade teacher returned
from a week long” absence. Her students had been open]y be111gerent
towards the subst1tute teacher and refused to comp]y with the bu]k of :
her requests or demands. We observed -the room for short per1ods dur1ng

7

that week and noted the geherally rowdy behavior- of students the

1ittering.of floors, and ‘the purposeTess‘movement of students about

116 -
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the room. L1tt1e work was accomp11shed and attempts by other facu]ty, '
and even Dr. Wa1es, to 1ntervene brought on]y br1ef respites from th¢

uncooperat1ve behav1or of the students. The s1tuat1on was dramatically

-

a1tered by the return1ng teacher. Field notes relate some of the events
and the amb1ence the teacher, Mrs. Fuller, created:

Mrs. Fuller is sitting at her desk. Four boys are seated

together near the front of the room. I recognize ‘them as

four of the worst behaved students- from last week. I asked

if I might visit today and she said loudly, "Sure, you'll

find out that there-are peop]e here who don’'t know how to.
-act when I'm gone."ﬁ . :

: She is berat1ng her students te111ng them to work faster,
N\ and work more. The room is death]y silent except for her
\\§§& remarks. One of the boys at the front of the room asks how

to’'spell a word. She glares at him and says, "I don't know
how to spell anyEhing! That's.what you have a d1ct$onary
for!™ The children. are cowed. Student behavior is very

di fferent from last week. Ironically, a note is chalked

on the front board that reads, "Welcome back Mrs. Fuller."

Mrs. Fuller .is writing letters to parents of students,
: informing them of their children's various behaviors .
. : - from the prior week. As she finishes a note she calls,
the subject of the letter. forward, .gives him the_note, ° .-
and -has "him write his.name"“on the: front board so-that’
the return of the note and the parent 3 s1gnature can be
‘checked the next day.

, v = The youngsters*1n the front of the room are writing apology
- . notes to Dr. Wales ‘and letters to their own parents.  Onpe
. - child gives "his.note to Mrs. Fuller. 'She reads it out loud
and says, "Does this soun r1ght?” Several grammat1ca1 S
errors are evident. She disgustedly crumples the p g
and hands it to the boy. "Do it again!™ This. happg%s
several times with each of the four students at- the
~ front of the room.

More students beg1n to enter the classroom and qu1et1y
" find seats. As.she.calls on individuals, they*almost ' % ./
_ leap from their seats to respond. She addresses the o T
= ", - whole group: . "While-I was absent last week, my sub- . = ' °

stitute had a lot of: trouble from you people. . . -

“The next time I have a sub 1n here and you give her a11

kinds of trouble and you can't cooperate, you will

write all. day. Do you hear me? (She has not raised
~ her voice, but speaks deliberately.) You.are being

2 S A T R
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unfa1r to the subst1tute, but mostly you are unfa1r N
to yourse]ves. . :
. She .tells them to get their' homework assignments N
' and asks to see the hands of -people without papers. .
Four students, three boys and one girl, raise their P
hands. Mrs. Fuller raises her voice, 1ooks hard at the -
hearest offender and- says, "Where's your paper?" She ..
moves to the next and physically removes & child in front -
of the-first so that she can glare directly into the -
student s downcast eyes. -She moves to the next. The
T boy's eyes are wide and his eyebrows raised. He says
- . ‘nervously, "I didn't do mine." She mimics the student®
sarcast1ca11y, "] didn't do mine." She takes her. grade
book ‘and examines the boy's record. She says, "I am .o
‘telling.you, if I have_to retain you next year, I ‘'won %
lose one n1ght s sleep pver it. .. It won't bother me on '
Bit, so.don't be telling me, 'l didn't do mine!' At
11: 00 you will have. a paper for me on my desk or you,11
get three good lickse: Your paper wi]l be your passport
. :out of here.” :

~

-

R ‘She has a student col]ect the. comp]eted papers but only
gets eight out of 18. Only four children had admitted - ) *
that they had not done their work. She grades the first
: paper and finds: more’answers incorrect than correct.{\' : E
ST  She glowers ‘at the class and tells everybody to get on . .
- -with_the assignment and that .they better get all of the
.answers corrects: She- says, "I don't know how you are
going to do 1t but you 'd better do 1t'“*v- _
She returns a pape from'the prev1ous week to the poy who e
" had said, "I didn”t do mine." . Twenty out of 20 answers. \*’

~ are’incorrect and each problem:has a heavy blue §"X" marked.
~"% through.it.  She sends another. boy to the:next. ¢ -assroom
e - for.a paddle. She glares at the student, waiting: for the
vew . other's return. The paddle .is delivered. It dis a- fratern1ty
o hazing paddle, two feet long, three. ‘inches wide, m-ee-e1gths
of an 1nch'th1ck and‘has a handle»x -

. - = ' .
nz.:The teacher from whom she borrowed ‘the.- 1nstrument enters
S AT n“gr1nn1ng broadly -and says, "Are you going to use it now7" w;
e, e When Mrs, Fuller doesn't, respond, the. other teaclier rep11es,'
w 4 "Gee, I never get to have any fun." Mrs. Fuller retorts, *
: "Come back about 11:00.. We're going to have lots of fun'“ h
There is no- humor in her'vo1ce. (FN, 9/79) ' '

Th1s part1cu1ar ep1sode ‘ended w1th~students be1ng given extra t1me to
;complete the1r ass1gnments and w1th no ch11d being spanked. As 1n the

1nstances we reported 1nvo]v1ng Dr. wales the threat of corporal




punishment was more frequent than actual ~paddlings at the school Butf,
the “nightmare“ had been v1v1d that day 1n Mrs. Fuller s class.2_ S il
Other common coercive: acts included extra writing ass1gnments,

" holding students in’ classrooms during lunch periods onNgt recess,

"

o separating students from their friends, sending notes home to parents,
. f

and sending students to face Dr. Nales.‘ Near the end of Dr. Nales_s

: f1rst year, an safter school detention program was created to prouide'an~ Z§t

additional consequence for misbe?avior. In add1tion to these we ob- .ﬁ; f;
served various ingtances where punishments "fl% phe crime. One young ST
-C I

g1rl for example wore a wad oflchewing ‘gum on.tﬁe end of her nose: for

! »

an. hour after v1olating the no chewing gum rule. o f L

o4
(=':,v£

One teacher s program of d7sc1pl1ne 1nvolved s%udents taking
turns as class policemang“

Ihe Fe51gnated student would stand in front

of the class and write namés of students who disobeyed class rules on . -

. . f, :'; e
the blackboard Tallies would be added for subsequent offences. The:
ng

?ffﬂg teacher would assign punishments at the end of the class period dependi

_,hchool as ;he teacher attempted to quiet or reprimand an entire class. :

"0

'(.; * We must wonder whether these means of gaining control of student
behtVior in, classrooms satisfied.the teaohers ultimate motive for their
use. Ne might ask if children are brought to’ greater understanding | s
or whether‘their performance is enhanced by such means.\\Henry'worried

NG

the same,point. He concluded the thought which opened thlS section on

.;ﬁe :coercive-measures. "In this way children, 1nstead of lov1ng knowledge

o,'

?if' §become embroiled in the nightmare. e _ A

N g N ot
‘ {. _",‘ . RN

, 2Aga1n, respOnding to~a draft, many of the faculty felt thlS section ‘
overemphasized the.nggative aspects of ‘strong discipline. ‘A:far worse
"nightmare," they.beliéve, is chaos in the classroom.” They found other
methods. of discipline increasingly’ 1neffect1Ve Wlth Kensington students. LR
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The efcht1veness bf coerc1ve d1sc1pT1ne may depend on student percep- |

t1ons of the Teg1t1macy of a teacher s right- to pUn1sh and the cons1stency -

~ and fa1rness 1n the met1ng out of pun1shments. Spady (1974) -and Spady and

v

Kensington.

5

M1tcheTT (1979) tease th1s po1nt from the1r cons1derat1ons of power’ and 'iﬁ'
author1ty in. schooTs.‘ THey,deveTop a “catch 22" argument about s1tuat1ons
1n wh1ch coerc1ve d1cfp11ne may be most needed Nhere,students are Teast
cooperat1ve coercion 1s most like]y to resuTt 1n further rebeTT1on, '
aT1enated students are Teast T1ke]y«to accept the TegItimacy of teachers

and. 5°h°°1 Pﬂna palsy v

L

:JStS be]1eve that coerc1ve d1sc1pT1ne

Q.. . .

Some°educators and psychof

'r

Teads only to temporary changes 1n student beh5y1or. This argunent

Teads

i to the concept of pos1t1ve reinforcement and our next sect1on. "

Remunerat1on. Carrot- on a St1ck In today S popuTar educat)onaT

0y |
parTanceﬁ remunerat1on is’ more commonTy d1scussed as tokén reward
oo "

systems or behavion mod1f1cat1on. These forms der1ve from behav1or1sm

DoTTa% (1'72) descrlbes the centraT tenet of behav1oraT approacheS'

"When a

acher des1res a response to occur more frequently, she must

l

prov1de a‘re1nforcer§for that response.“ (p. 14) ff,
R

' The re1nforcer f » hought of as a reward and rewards are def1ned

as anyth1ng whlpﬁ?encou/ages the student behavior. deS1red by a tEache
.r";‘_}/ " B
Dollar deT1neates three types of rewards. a) "concrete," e. g., dandy or

{

toys, b) "act1v1ty," e. g., bu1Td1ng bTocks, pa1nt1ng pictures, putt1ng

on a pTay, and c) "soc1aT " e g s sm1Tes, pats on the back verbaT

. congratuTat1ons (pp. 16- 18) ' Accord1ng to’ behav1oraT theory, reward must

follow behaV1or. Each of these. types of reward structures was used at -
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G1ven the warm and persona] nature of the staff socia] reward for

KN

| wustudent work was most pr va1ent at the schoo1 Gestures wh1chzdemonstrated ¢

4art of teachers reperto1res of behavior.

eS'advanced thOUght‘&ndTNPeparat10n' and necess1tates the;_gf'“u‘

staff requ{r
:"11ocat1on f t%me, space and mater#a]s. Use 6f the 11brarys*exténded‘

_iff recesses, board games, mov1es, and co1or1ng were frequent]y observed

o B .

X act1v1t1es awarded 1nd1v1dua11y or to whoJe c1asses for good behav1or or' -
mastery of somL task At—t1mes art and sc1ence 1essons were promised to - o

!

'-“students for d111gent worhy. One teacher tregted a]] of hiSJC]dSS&S to -a ,;‘

;pec1a1’1essdn wr1ch 1nvo1Ved tée use of a police radar gun to c1ock the

.u' d

ﬂtennis ba1ls thrown by each student. L1ke dﬂig of the act1v- ;"‘

" 9

f?plan:edlclass act1v1t1es.; It was, "_nethe]ess, an exc1ting extra for-y'“h“ :j

a

students. e - ,'* T ‘,, .
* RN N ‘ ‘ < * e - 5\4.
Concrete rewards, a]though requ1r1ng the greatest ﬁorethought and

) .o

°, resource consumpt1on ‘were a1so ffequent]y used to encourage student 1n- e

- .aﬁ. ‘. i ’

» A .
[ vo1vement in c1ass act1v1t1es at Kens1ngton. Some of these “Eoken

e

schemes werevelaborate. In one c]ass, students earned po1nts dur1ng e

F . a, -

c1asses for completed ass1gnments, for br1ght responses and for read1ng;

books obta1n%d at: the schoo] 1Jbrary. These po1nts cou1d be "cashed“ i

o.“\ o . . - . - . oA




at the end of each week for candy or smaJ__ceram1c kn1ckknacks prov1ded

"ﬂby the teacher. These small - obJects cou]d be painted dur1ng school time %iﬁ{
; 'but only after regular work was comp]eted Po1nts could be accrued week |

| i by week for more elaborate clay obJects. Forf1nstance, 1t was theoretica11y5§
'.,poss1b1e to bu11d an ent1re set of chess pieces during the year. thisv

-scheme requ1red a carefu] record keeping system or "bang" and.an outlay

of clay and pa1nts wh1ch were pa1d for by the teach fshﬁ further

a -

'donated the mo]ds from wh1ch the objects- were made and ‘the t1me dur1ng

which. she prepared the sl1p, poured the molds, and f1red the menager1e

t

;of small an1mals, cars, dolls and chess p1eces.. i -

There were many var1at1ons on this schej”ﬁthroughout the schoo]. Some - -

’ teachers kept gr1ds onﬁthenr blackboards owﬁdad'them drawn on 1arge paper ~$

Yy
LPY

* and hung on bullet1n boards. These became public score cards for ‘'students’

,accrual of. tokens. Others preferred-to-keep the record more pr1vate_1n

small notebooks OrTon separate pages of the1r grade books.. One teacher

I‘preferred more 1mmed1ate grat1f1cat1on for his students an: *'esented

(‘lv-
=4 %cx

‘them wtﬁﬁ’stamps,'stamp h1nges or g1a551ne envelopes--contr but1ons for

Qa-rthe1r own co]lect1ons wh1ch he had encouraged them to beg1n dur1ng the

school year. Aga1n, th1s teacher pa1d for these materials h1mse1f.

In most- 1nstances, teachers who ut111zed the concrete reward scheme
also exerc1sed the 6pt1on to cance1 accrued po1nts when students demon-‘
istrated negatfve behav1ors,k Dollar ca]ls th1s reward cost"” (p 22)..
,-Kensington' this most often meant that students po1nts were s1mp1y/
subtracted from. the record book or chart a s1mp1e matter of erasure.

*

In the school 3 spec1a1 educat1on classroom, however, another strategy

preva11ed



. In thag.room a 1arge, br1ght1y co1ored paper e1ephant occup1ed an_;’.
‘entire bullet1n board 0n 1ts s1de a paper. pocket bu]ged w1th peanuts.5,::a
As students entered the c1a§§room for remedial c1asses they wou]d take
‘three . peanuts from the cache.l These were p1aced onrthe1r desk tops as

they sat down. Dur1ng the 1esson each, 1nstance of negative behav1or

"

~ was repr1manded by the conf1scat1on of one peanut. At the end of the - -
.1esson, students cou]d choose to eat their rema1n1ng‘peanutsyor submit
them for points'which=COu}d be cashed later ‘for more interesting rewards.}

i The systemat1c eva1uat1on of the effect1veness of this remunerat1ve

mode of c1assroom contro1 lies outs1de the pUrv1ew of th1s study, but we
; were 1eft with severa1 1mpress1ons from our observations, part1cu1ary of

-

the~concrete reward-systems. Students were concerned with ‘the fa1rness

‘ of th1s method and argued w1th teachers and other students over the *

accuracy of point records. They somet1mes expressed concern over the
/
apparently capr1c1ous manner in wh1ch~po1nts were subtracted from their
: ' s 7
‘totals. The public nature of the schemes contributed to accusations of

fteacherﬂs pet.” Last1y,rprob1ems arose at times over.1ostior “stolen"”

trinkets. In short, we wonder, as did Henry oyer the effects of coercion,
« - if children'might~become unnecessari1y embroi1edhin remunerative forms

vof'motivation--more auare of the tokens than the 1earningbthey purported1y
. encourage. " "_. - - 3 |

A Normative Appfoach to Discipline and Mot1vat1on. This final

d&category descr1bes an a1ternat1ve to both stick and carrot for class-
room control and motivation. 'The“Kensington exemplar of the normative

..approach was Mrs. Baur. She emphasized a.code of behanor a set of '

'expectat1ons, to her students at the very beg1nn1ng of ‘the year.

s
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Subsequent1y, she.WOu1d refer to these expectations to solve most instances
" of misbehavior or lack of.cooperation inside and outside her classroom, 'i\¥”
The first, examo{e of this mode we observed occurred on the p1aygrdund;';5

Two young students had been f1ght1ng and were 1nterrupted by Mrs. Baur.

. Rather than 1nvok1ng the wrath of the pr1nc1pa1 for their behavior, Mrs. |
Baur had the children explain the Jssue over which they fought. She
'then told them.to sit doWn:on the p]ayoround, pretendlthey were orothers
| and settle the prob1em as if they were having a fami]y quarrel. Apparent]y,x
this analogy presented the children with an.option that a1lowed them |
to transfer a familiar form of problem reso1ut1on from home to school
In minutes "the children returned to Mrs. Baur to tel] ‘her of the1r so1u:.~

| tion.and went off to play for the remairnder. of the recess per1of At
the time we remarked on the effectiveness of this teacher s strateqgy.

Later in the year, during observations 1n her c]assroom and in oo
interviews, we found Mrs. Baur's p]ayground strategy ‘consistent- w1th her
mode of c1assroom contro] Her own words captured the essence of th1s ;
normat1ve form of mot1vat1ng and d1sc1p11n1ng students k
5 s | guess I set down certain boundaries at the beg1n-
njng of the year and 1 try to make them sticke « « « °
[boundaries] 1ike talking and following directions » -
and paying attention and fighting ‘and arguing and,

.- all that kind of thing. VYouknow, things that

. take time out from the teaching day. Hopeful]y,

if they know the rules, they aren't go1ng to do
too much against them, .-

.y -

With- the voice of exper1ence she added

~

However, with some of the k1ds in the c1ass that S
not the case. They are try1ng all the time. (T1, 11/79)

On the face of 1t th1s tactic may not appear too d1fferent from other
teachers systems of rules and consequences: ﬁgr 1nfract1ons. In fazt
. . B .

ST o128




' the procedures are very different from the "don't smile 'til Christmas"
' _var1ety. \ . )

) |
As ep1sodes unfolded 1n Baur S pr1mary -grade room--student partici-

. bat1on 1n~1essons,'1nstance5'of inattent1on, incorrect responses, ta1k1ng
out of tth-fWe saw her frequently and wanm1yltouch students,-and Speak_
to them in gentle, caring, and respectful tones. Comments 1ike the following
were typica]: "Come on, Tania, I can't check your wdrk'ifiyou haven't |
#done any. "Good Seth'" "Oh-Oh that's awful‘smail." “No,vRamone,
'honey, you on]y need to do one of each " "0Oh, that's good writing, -~
J1m'"
On one occasion, standing next 'to a young boy, watching him struggle.
with a lesson, .she casually commented, "Brian, next time the nurse is
“here we're going to get your eyes”checked.“ Another time she commented E
on a little girl's sniffles and gave her a few tissues. These gentlel
admonitions, reminders, and suggestions'were woven among very ciear
instructions for 1essons. It was typical for her to visit each student
‘dur1ng every activity and make personal comments to most.
| Mrs. Baur added a f1rm touch to this gentleness. She stated her
: be11efs _ v
The tdea is to get them to have some sense of
s@lf-discipline. . . . There are times when
children should be spanked, but I don't think
that is the basic philosophy one should have;
‘they're not going to learn .anything from that.
" You know, when they grow up, nobody's go1ng
- to be there with a club. So the idea is to
. get them to [behave] because they know. that's
~the thing tq do. . (TI, 11/79) R _ e e
Her way of ga1n1ng such vo]untary compliance was to set the rules early
»

-'and to fo]]owsthem cpns1stent1y. :

‘If I make a statement, I try to follow through
with it. If I say you will stay in for recess
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,'-proom the "Golden Rule"’preva11ed

if you don't finish your work, I try to follow
through on it. I think that is the way to be.
(TI, 11/79) '

(CIear expectat1ons, consistency, and sensitivity to ch11dren deve]oped
an ambience in her classroom whjch we compared to a fam1]yﬁsett1ng;h
Like the epiosode in the school yard; problems could be dispensed with

"quickly and without upsetting'youngsters unnecessari]y;. Freouent1y

Mrs. Baur S solut1ons hinged on an- appeal to th1nk about re]at1onsh1ps

between Jinvoived part1es or about the feelt\gs of others. In her class-

[

One last ep1sode from her classroom was _ecounteJ by;Mrs. Baur.

It captures the best of her approach

Okay, th1s 11tt1e girl was rea]]y on her ear for. several
days. She's Just?been in. really-.a lot of trouble . . . -
JUSt ‘pouting, nothing is: r1ght.-. So T got a note. . .
- sofmthing about "I: hate you you'ré a bitch, crap you'"-
Sy Y, loveJy note.- Al] spel]ed wrong. Yes it was rea]ly,
e Erea11y a terr1b1e note.-- L : '

I didnit say anyth1ng dur1ng schoo1 That s one of the
problems. You don't have enough t1me to handle all of ~
.the discipline that you'd like to because the other
students end up go1ng to pot. So I had her stay after
school. . . . I didn't ask her if she had written the
note or _not.” I assumed she had,. I think if they know
they're-going to get into trouble .« o if you ask

them: ""Did you do this?"--a lot of them will say, "No."
You don t g1ve them the chance to lie.

T knew that really getting aPter her was on]y going to
make her madder. . .-. So I just showed her the note
and asked her ‘how she thought I felt . . . and I said,
" "I was just really sad and that I thought weswere fr1ends
and I hope you Just never do it aga1n. &»
b
‘She started to get tears 1n her eyes but she didn't
cry. But shenlooked real remorseful. 1 said, "Now, - -

" 'what do you think we should do-with [the note] so 1
don't have to look at it anymore?"

She looked like she didn't exact]y know what to say; but”
finally she said, "Let's throw it in the trash.,can so that
nobody has to look at 1t. (T1, 11/79)

v
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Conclusion'
0ur analysis of the curr1cu1um and 1nstruct1on offered at the
Kens1ngton School dur1ng its first year descr1bed the myths and

realities of teach1ng at that school In Chapter 5 of Anatomz of =

Educat1ona1 Innovat1on, Kens ington's 1nnqvat1ve teacher-pup11 rela-

tionships were d1scussed. Chapterv7,character1zed instructional

o : - . : -

teaming as cooperative teaching, and. Chapter 9 examined individualized
instruction. K
A small part of that lengthy d1scuss1on of . the or1g1na1 1nstruct;3na1

program was summar1zed in a figure reproduced here as F1gure 4.2.° The

*

. insert Figure 4.2 about here.

] . . L -r

.
-

figure summarizes.five_instructional approaches,vh}erarChically arranged
.to demonstrate one of kensington's original goais--to help‘all.chderen‘
reach-Level 5, "Pupil choice in goa]s,ﬂmaterials, and rates."
We be]1eve ‘that one rea11ty of f1rst-year Kens1ngton was. that
its students were scattered throughout the five 1nstruct1ona1 1evels.
In 1979, many years later, the school s students worked at levels 1 and -
_2, most used the same textbooks w1th1n grade levels and moved together
or at 1ndependent rates through theu... |
At the school tOday, there_is no regret over'thfs change."As'we
have noted, substantial.consensus‘exists among parents, board members,
centralloffice personnel, prjncipals;-and»teachers for-the.moreutradi;j '
tional forms of instruction and for emphasis on basic skills. If we

were to attempt to summarize the Milford's collectiye sentiment about
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" -
Pupil choice in goals materials, ‘and v Pupils determine ends,lmeans, and rates} A o
rates - : i - of progress. Kensington's ideal. .

'=Different goals, different materials, ;_liPupils work toward differeht'endS'(for' ,

and varying rates : | - . example, enrichment) which. involves’diica%

, : ferent materials and varyinE’rates as
. . LT s we'll L
i:The same goals but varied materials o ‘Children are direc ed toward _'e same”

hand rates _outcomes but may. branch Anto/special 3 “f
" “9 N ’ material (often remedi ).'_ -
Individualization:' variatio in rate Possible variation in st rting point
: o _ some children move through the material
e . faster. _
Traditfaqal:lock—step . | - All children in the same books and ‘ma-
s ¥ _ C - terials, moving ‘at the same rate toward
b g}.j'_ ' ‘ the same goals.
Figure 4 2 1' 1‘:i itial conception of individualized curriculum and inst{‘ction‘ 5f:
‘no; »'_’\‘_n : : '
Mo

L
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o the movement away from the or1g1na1 Kens1ngton 1deals, it would be

Given our conserva£1ve commun1ty, 11m1ted resources, and numbers of -
low-sk111ed ch11dren, we ought to.be-proceed1ng in our.schools exactly o

as we are. T | B

]’

F1na11y, we w1sh to comment on an 1mportant deJa vu experience.

“

Before Kens1n§ton ever ex1sted we descr1bed in great deta11 a classroom

in the Nash1ngton School 1n The Complex1t1es of an Urban Classroom (Sm1th

& Geof frey, 1968) In that volwme we b]ended the observer 'S view of -the
classroom with the intimate exper1ences of the. classroom teacher who. was.
second author on the project. Currently, as—we cons1dered what Kens1ngton ,
had become deta11s of the analys1s 1n Comp]ex1t1es came to\mand In x

\4
many ways, the classrooms at KenS1ngton str1k1ngly parallelu

offrey S
classroom. In- effect the: 1nnovat1ve and- cosmopol1tan educational
exper1ment we called Kensington had become another Washington School

The present program at the school is more compatible with
:Kens1ngton 3 staff, students, and commun1ty, but we miss the spark of
excellence Spanman and. Shelby--w1th all the1r shortcom1ngs--tr1ed to
1gn1te in M1Iford we felt the absence of that same kind of spark at the
Washington School. we find this thought.d1sturb1ng. Although some may
.find these statements predjudicfal,'we wonder when and where and under

whatvcircumstances such ‘a flame might catch and burn brightly. ==




| CHAPTER 5
A o BETWEEN THE LINES:
AN EMERGING CONCEPT F ORG’A.NIZATIONAL I_DENTITY

Pl

- ’ ' <
" The - opportunity to make pred1ctions and return to examine the actua]
course of events is probab]y rare in tﬁ% ‘world of social sc1ence or edu-

cational research Kensington Revisited provided just such a chance.

Fifteen years ago we studied the f]PSt year. of operation of an innovative,
school (Smith & Ke1th 1971) The schoo] bui]ding was new and of radica]_
,.design. The facu]ty had been brought together from a]] parts of the ,i'.
| country. The approach to curricu]um, teaching, grouping, and adminis-
tration was aS'different,from the norm for pub]ic elementary schoo]s asf=e
“was the architecture of the'building'itse]f.f |
At the end of the first year, we had observed a~number’of events and
conditions that led us}t:&believe'that the innovatﬁve p]an that the'
schoo] embodied wou]d encounter obstac]es in the years ahead and wou]d
. be drast1ca11y altered Incongruities between the community s vision of

,schools and“‘he Ken51ngton conception the disharmony engendered by mul-

ftiple sources of oﬂt51de pressure on both- Kensington and Mi]ford
personne] changes, and po]icy changes with1n the district a]] seemed to
'1nd1cate that Kensington would revert to the "old Mi]ford type.“ At

‘that t1me we charted our;prediction, reproduced,here in,Figure 5.1.

LN

Insert Figure 5.1 about here,
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. ‘\./»'. ‘_' Y
{hus from the outset we. anticipated change at KenSIngton. One of,
wthe 1ures of our undertaking ‘was the opportunity to work towards a general
-paradigm or mode1 of ed cationa] organizations and change in those organi-.
,'zations._ Inten51ve1y observing a 51ng1e organization at two w1de1y
”»ffdispersed points 1n time seemed 1ike an exce11ent chance to identlfy
parts and processes of 'such a moﬂe] S - 5T§%f'- o,

Abstraction of this sort has great appea1 ﬁor social sc1entists.

The power of un1fied conceptua1 schemes derivedvfrom empirica] rea1ity

.Ls‘demonstrated by such conceptions as weber 53 bureaucracy (1947),

i . W
N _mJahoda S ana]ysis of pos”tive mental, heaith (1958), or by‘the &fnturies- '
~long debate oveﬁ{the concept of 1ibera1 education (c. f Becken 1968;
:Bernstein, 1978; Nagel, 1961; Scriven, 1958; or Hirst 1575 0" Conner, 7
1973; Struthers, 1971) | | '

hl

:v . In education, attempts to form such unified theories have produced
- @ host’ ‘of mode]s (e g. Gowin, 1981 Charters & Jones, 19;3 Smith &
Geof frey, 1968; Sm1th and Keith 1971) that are useful and interesting
for various purposes. But the paradigm that fits a11 schoo]s and situa-
tions remains undiscovered the “Joints“ at which one must cut to

successfu11y dissect schoo]s are yet to be found, .. v .

_As our ana1y51s of the Kensington story deveioped we became less, ...

concerned vnth deduct1ve1y arranging nomothet1c propositions. ﬁInstea
. - sy . RO

“ we found: ourse]ves identifying sensitizing concepts, ideas that deve]oped

_from the immediate,and practica1 wor}d‘of teachers and principa]s and

' superintendents and schoo] boards. A number of these arose as we con-

*-‘».

51dered a 51mp1e f1nding of the study, an observation that was immediate-

- 1y apparent on-our return to the sch001 today S Kensington is notwthe .




: ,«"-.';.

. A Rose Is a Rose or Is It

Published accounts of pub]ic e1ementary schoo]s rare1y communicate

] 3.

o that these organizations differ much from one another, that they : have

any spec1a1 persona11ty or idiosyncratic 1dent1ty.‘ Many schoo]s do not

:‘*f1 even have their own name. For institutiona1 purposes ]abe1s 1ike PS 177

ﬁﬁ.appear to suffice. Others are;named after nationa]]y prominent figures.v'

Nashington, Jefferson, Lincoin, Rooseve]t ~" Ifthe 1atter instanc93; hér

.""-"A‘

‘may be no indicafion which Rooseve]t and no. one may care. A schoo] 1. "j
“seems, is JUSt a school. - I -Qigf L
. : .

Th1S was hard]y the case when the new Kensington Schoo] first openedp_f'

its doors. On the contrary,'in the. modest Mi]ford community.dotted

with: unpretentious sch_: ,*Kensington stood out 1ike a sore thumb It

represented a spec1a1 and unique blend of archttécture, peop]e ideas,

~ and pedagogy to aH who knew the s¢hool andbits‘ purpOSes. .Today, as -. |
described in the narrative, the origina1 organization called Ken51ngton
has been a]tered dramatica]]y. The fo]]owing sections recouht and ex-'
amine the changes that have 1ed to Kensington S current organizatiOnal-

jdentity.
The Building

1

. We were somewhat surprised at the ease with which bu11d1ngs cbu]d be

..’;x
‘.changedf-set in concrete or not. Modifications in.Kensington s struc-

'ture demonstrateduthat school bu11dings 11ke other parts of soc1a1 sys-

;tems,fembody“meanings. A]terations in the Kensington ed1fice ref]ected

- .
]
~
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N

ithe 1deas, va]ues, and purposes of those 1nd1v1dua1s who came to ho]d

PR 3
T , B X E “i .

~—a

authordty in the system during the schoolés.15-year ex1stence.‘J“

In M11ford s1nce 1966 and probably 1n most schoo] d1str1cts, the

'{.;Ef commun1ty, the schoo] board and the super1ntendent have shared a con- ;

ti7j_ servat1ve and trad1t1ona1 ph1losophy of educat1on. (Th1s genera11zat1on
3}%}15 fu]]y d1scussed 1n Vo]ume II of th1s report.) By th1s ‘We mean that ‘
lfthey were concerned w1th d1sc1p11ne bas1c sk1lls, and a rec1tat1on and.::‘
,textbook based 1nstructlona1 sty]e. In most 1nstances, any var1at1on‘;;§1'
= 1n‘the sch001 ‘day'" wouﬂd be perm1tted only when those mod1f1catmons %u}; t.
S thered trad1t1ona1 tenets of school1ng At the d1str1ct 1eve1 th1s e
T.fitradyfionalism 1nc1uded the be11efs that educat1on shou]d be cost effec-*g
“;uq;f;t1ve- that programs at al] schoo]s in Mi]ford shou]d be un1form, and _
- ?”ffthat ava11ab1e resources shou]d be d1spersed equatably among bu11d1ngs..

fﬁﬂTh1s conservat1ve view of schoo]1ng 1ntruded at Kens1ngton,va bu11d1ng o

’:Sf,bu11t to support a ph1losphy of openness, Creat1v1ty, and 1nd1v1dua11ty..ﬁi
| 'ff‘On our return to the school, some of the most obv1ous changes 1n ;; L
'f:ifthelbu11d1ng lncluded the construction of a f11msy pr1nc1pa1 S off1ce_
in the center of a 1argg centra] area that Was once the open adm1n1stra-b’v.'
.t1ve su1te the convers1on of the open p]ay she1ter to. 1unchroom and "V;;;
-gymnas1um the remova] of the 4arge aquar1um, the additon~of the vanda1§ '

Pl A

¥}

© screens and barbed W1re, the transformat1on of the aud1o-v1sual'nérve "gf

3
m\_

centsr to a remedna] read1ng c]assroom' and of course the egectJon of

RPN

..
aL b

E wa!ls throughout the 1nter1or of the bu11d1ng. o

Some of these changes appear to have been the resu]t of poor p]an-

"1n9 on the part of Kens1ngton s des1gners. ,The necess1ty of r1ng1ng the &




3 ~ N ' M - ! '
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' bu11d1ng roof with barbed w1re for examp]e might have been avoided by
;de51gn1ng a bu11ding facade that did not ent1ce students to c]imb to the

9 el

p“,wroof And the outdoor p1ay she]ter now‘pricked in and serv1ng as 1unch-

" >

v 'room and gymna51um,,seems an 1mprobab1e conception in a geograph1ca1 Lt

~ area. g1ven to cold wet ahd w1ndy w1nters. In an ear]y p]anning meeting,zk
: the mere \uggestion of a more conservative pian to construct a mu]ti-use

room rather than the covered p]ay she]ter met sarcastic resistance the _'f

o a .

o cry "mu]t1—dse1ess room“ defeated the lass flamboyant notion.‘ It seegs

R of the aquarium, the convers1on(of the nerve center to a reading

L3

f‘; :that pract1caiity did not guide such decisions about Kensington S design.“
" lInstead a vision--the new education as symbolized by this bo]d bui]ding--:;

'lﬁied the progenitors.. . :' 14 " .."” g ':,i'.f C _.3 Lo

Other cha@ges, however, resu]ted from Ken51ngton s return to tradi- :,;

tionaiisma its return to the‘"old Milford type.“f Certain]y, the remova]

a

'@ t

“',froom -and. the rep]acement of the perception core with the resource. room -

N,

1__made the bu11d1ng more 51milar to other M11ford bu11d1ngs.3 The construc- i

' }i tion of,the enc]osed principa] off1ce providZHFQ piace for private -
‘ conferences w1th parents and obstreperous ch11dren in an era of t1ght .

A

'.disc1p1ine. Luxuries 1ike the acting tower and rearview proJection
; ‘screenHWere 51mp1y abandoned fragments Qf another era and a different
)jvision.‘ Last]y, more than any other change tﬁe construction of walls B

o throughout the bui1d1ng 51gna1ed the end of Spanman S v1sion. Their

¢erection occurred during the transition of the schooi s student culture, -

7

: aThe staff worrted about how they wou]d cope with théhr new, charges.'

Their response was almost un1form bu11d wa]]s, regain contro] Principai ;

M1chae1 Edwards reiuctantly bowed to those demands. .
[ ; 8 lf.\ . . A LN
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ThTS Kehs1ngton response matChed the distr1ct reactfon to changing

.
LI

"' ' times and Teadership. The board that came to: power ‘in 1966 and the .

' superintendent seTected by,that'board were staunch]y Gonservative in o ®

their att1tudes and- be1+efs about schooJing. As these powenfu] indi- . R
vidua]s made decisions the system of the Mi1f0rd SChooT Distrﬁct | ‘f\
e changed The modification of.the Kensington Schoo] was an important*part
E of their p1ans. That importance seems underscored by‘the fact that.
o, .

Kensington s reconstruction was accomp]ished during years of difficu]ties '

st

with tax. Tevies tight budgets and resource Timitations./ .

The Past as Legagy '

An aspect of the organization ca]]ed Kensington that struck us in
&,
the originaT study was the 11abi11ty of its newness. Nhen the schoo] opene

TR

its doors for the first time, it had no traditions, no set procedures,

f, no history. In our f1rst report on the schoo] we stated- ‘.' o

Schoo] personne], probab]y like- pedee in genene], usually do
not. appreciate what it means to:have a history. To possess .
a past:is to have -a social structure. or “sets of ‘alternative

—actions, .or tendencies to-act in-certain ways-+e—e-and-— ————

. i the constraints thatwspec1fy ‘or limit these- alternative ac-

se=s 0o tioens. . »" Amajor part: ‘of an origin of an organization

' » centers on ‘generating or building these sets of’ alternatives

N7 SR and:the constraints that define them. (Smith & Ke1th 1971

e T ppllBl- 82) :

ax

- _'° The past as Tegacy, then deveTops as‘peop]e with1n an organization go
about their business day-to day, year-to-year. xTPathTOHS had deve]oped a1
Kensington over’ t1me and many of these were important to the staff The "
schoo] Ha]]oween party, for examp1e occurred each year and would probab]y

' cont1nue to do so despite the preseﬁt principai s/reservations about itse

Tt

mer1t Mome centraT to a schoo] s formaT mission are “its. stEndard operath
: - % .
procedures.. Here too, Ken51ngton ‘had- accumuiated 1ts share.




’
By the time Pé?ncipa] Wales came on the scene, much of the Kensington

.facuTty had worked together for a Tong time. They had struggTed through

periods of hardship in the absence of; a strong Teader. “They had evoTved A

their own ways and means. Part of NaTes s success with the facuTty |

Stemmed from the way in which he fit into those established patterns., .

Rather than disrupt the established Ken51ngton operating procedures,
£

‘Wales supported it and strengthened it. He prov1ded a Tine of authority

education. Thelopening days of his administration proceeded smoothTy

‘because he foTTowed the staff S Tead‘\'As we watched we had the feeTing

_that the schooT was v1rtuale running itself. Thus, a.sense of history.

can prov1de COﬂtTﬂUTty for an organization, and that Eontinuity can

f_strengthen the organization S purpose--two vaTuabTe assets when sailing

"1nterpret events associated w1th the group. This aspect of an organiza- ‘

'stormy straits.

' There is another aspect of the past and its Tegacy . reputation.

Ay

Deserved or otherw1se, reputation agcrues as an organization evoTves,

—as” agents and c11ents pass through 1t and as persons teTT, reteTT, and

t,

tion may not aTways ‘be benef1c1aT. o ' o Q" :

‘\
'

Inﬁken51ngton S case, reputation deveToped from the notoriety the
e

' _schooT achieved at 1ts outset, For exampTe, facuTty members who had

v

x"‘

been at Kens1ngton since its third year sa1d that they stiTT received

'remarks about the “favorite son status, attributed to the originaT

_ bu11d1ng and facuity, referencescto what many in the district had con- .

-
51dered Tav1sh and wastefuT spending at the school. ApparentTy, some _

v,..

members of Minord s staff still carried a grudge.. o S
SO i ) . : : .
PO Ty 13
. - . ’

for the teachers that stretch!d right to the superintendent ‘and board of .

Lo



Another facu]ty member related that she had decided to Join ‘the

: ,Kensington faculty only after an: opportunity to teach a+ the school

‘during a summer session had preseﬁted 1tse1f Prev1ous]y3 she had been

put off by the school s open, unstructured, anything goes reputation. N
The summer JOb dispe]]ed the myth for her and she happi]y transferred -

“to the school short]y after. The point is that- reputations linger and

af fect decisions and actions in organizations long after the bases for )
fthose reputations have: dissipated Part of a school."it seems, is whatv .
it once was. » :‘ | if; ’ b ‘4,‘l I \

¥

This phenomenon occurred within the school ‘as well Michae] Edwards
the schoo] s second principa] and the one who remained for ten years
became -the standard by which subsequent Kensington principa]s were Judged
Ourﬁrecords contain comments from centra] office staff indicating efforts/,7

to give succeeding principals a chance:in the school°' "Yes, Mr. Edwards

" was special, but PR ."‘ Simi]ar]y, teachers' perceptions of earlier

L

students--their racial and economic composition and academic perfgrmance--;j

was the mark against which contemporary student groups at: Kensington
were. measured The past iingers in the present,-SOmetimes making life.
more difficult for new actors in old settings. -: v

’ »Thus.the\past'contributes_to organizational'identity. As an.or-
ganization proceeds about its business its past atcrues. © Some of it ’
-hangs on with surprising tenacity and potent1a1 to shape the future. If
onngere to take the ent1re1y contemporaneous view that Lewin (1935)
~argued years ago, much of this contextua] mean1ng of att1tudes and ex-
pectations in organizations would be Tost. Each belief in a-setting

¥

g
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tendslto beﬁedUChed'dn a series.ofﬁparticu1ar‘stories that make up
\Targer sagas; a }." ‘ - : . v
7§erhaps this view of the pastyis most important in anlaction or
poTiey framework in theh'one_can determine where an'organization has
beens.where-it is, and'where it is most 1fke1y:tn_g9. As persuasion
and consensus.hui1dtng seem to proceed most often in a historical’
context, know1edge of that'context seems an important tool for
~any 1eader. | | | |

Stars, Heroes, and ﬂ!bdpersl

Qrganizationaf identity is a compostte. Ne'haye disCUSSed two-
parts.thus far: Ken51ngton s building and its past. Another major con-
r'tr1butor to the schoo] s identity was and cont1nues to be its staff. Four
pr1nc1pa1s, dozens of-teachers and 1nstruct1ona1 spec1a11sts, and a bevy'

of secretar1es, ajdes, nurses, cooks,. and custodial staff have for 15
years strived to help ch11dren--each person in his or her own way. Some-
times their approaches d1ffered7marked1y. Somet1mes,-asltoday, their
attitudes toward working with children have been relatively. uniform.
»Regard]ess of att1tud1na1 d1fferences, however, Kens1ngton s organ1zat1ona1
1dent1ty has always been shaped by its stars, heroes, and troopers.“(

- -+ stars and Heroes. From the very beg1nn1ng of ‘our assoc1at1on w1th

Kens1ngton, we were struck with the ideologicdl or cult-like qua11ty_

of the organ1zat1on. These terms app]ydto groups--re11g1ous or X

. '3 o

secu]ar--w1th strong, if: not excess1v%£%devot1on to an 1nd1v1dua1 or ,
- ;
ideal. That 1mpres51on of the organ1qét1on S past rema1ns strong and has

‘been deve]oped into a~ma39r ana1yt1caﬂ theme in Vohume V of th1s report.
&

e :'

o‘_— ’ i . . e . .
- o o B
. -..'u -

1To us, these terms connote’ severa] kinds of esteem. In an ear1ier
draft, gome of the. part1c1pants saw the .latter as pejorative. Another
" individual commented wryly and-:compared "stars" to shooting stars that
blaze br1ght1y for a br1ef‘moment before d1sappear1ng forever.,

12q - 7/




.(Volume V recounts the 1ife histories of members of the original Kensington
faculty.)
Cults develop around strong,_charismatic leaders--the group's stars

or heroes. Spanman and Shelby were the 1eaders‘in the Kensington saga

L

who moved, Mi]ford parents and the board to an emotiona] pitch that per- 'f”*‘

I S

mitted the imp]ementation of a radical educationa] innovation in a conserva-jt

tive community.w Edwards was the revered, 1ong-term principa1 of the
school, the man whose name the school bears today. A]though each was a
prominent actor in the Kensington story, each is remembered different]y,
and the impact each man had on the organization differed greatiy.

Spanman’. and Shelby were the stars in the Kensington story. Their ‘
ro]e was 1arge and dramatic for a short period of time. Today, however,:
Shelby is little remembered and rare1y discussed at the school. Spanman‘s
~contributions are discussed but not felt. ’Reactions to Spanman in the
~ central office varied from strongly negative ("the mess we were left
with, including the ridicuiogs bui]ding,‘the Kensington Schoo]"i to
strongly, positive-("the most exciting_years in my . If.fdééa&éé‘iﬁ'fhé'”"
district“) The predominant memory however, is one'of ambiva]ence--
adm1ration for his inte11ect and energy, and skepticism about his.ideas
‘and their relevance for a community like Mi]ford

The hero, of cgurse was Michaei Edwards, principal of the school
for ten years, remembered;as the man who died in office, the man who
never stopped trying'to help his students;énd staff. Edwards's hero;
_ism in the collective memory of Kensington‘s'staff.did notﬁresuit from
tota1 success,_from‘achieving the,ideais the school represented. ‘In ”

fact, he was the man who,reiented'to-the wishes of his staff and watched

C1a0 5 . | |
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- wall aftervwaii'ouiit to divide the inner space of the school. He was
admired,‘rather, for'hjs mettie,whis determination to keep trying. His
/most 1asting,contribution to Kensington was‘the memory of a better time at
the'schooi,va memory that sustains teachers today\by providing a
| sensevof direction.and purpose. co . | R
Kensington's stars created the emotiona] fervor that- characterized

| the school when we met the first facu1ty, but ip retrospect that pitch

;'was short 1ived Edwards 5. -leadership, on the other hand, sustained the

;i’Al_ schoo] for a decade. The emot10na1 character of the- school changed with

Uti_;his,gu1dance?*true belief gave way to professional respect. -With his

pa551ng,ﬁcu1tsaand;ideo]ogies at Kensington died too.

Troogers, Leaders unquestionab]y influence the ident1t1es of OF= v, i "

yganizations but, by virtue of numbers alone, staffs can al :_h%ge iﬁtp P ﬂ;f

significant impact on the idiosyncratic nature of organizations. When,
the staff consists-of persons who perform their duties-1arge1y unob-
served by admin1strators or by one .another, its power to shape an’

organization grows. Nhen, as in Kensington s case, strong 1eadersh1p

is absent, for a period of time, we must look to the staff as a potent - .,

contributor to organizationa] identity. e ~<‘;~¥fygf“
‘f —— : . . _‘ . “"I‘.‘..
” The current Ken51ngton staff comprises many experienced teachers,‘_ e w

half of whom were hired by Michaei Edwards in 1966 Another fourth of the ~z:
staf f Joined the group during Edwards S tenure. This group of o]d hands ‘
is dispersed across grade levels at the schop] Many of the teachers are-

- good friends out51de of the school context. Some taught for a time with ’-

- Milford's superintendent at another e1ementary schoo]. Severa]lof this

e
-
A




In our‘view, this was a

the1r regular classroom tasks.

>

'ma{ftenance of the staff S collegiality and l1ke-mindedness. That daily

Vrning coffee. A refrigerator was added that

newspaper readers. Somet1mes they aughe_ vff - SPC ‘or ‘son or

_ daughter who had done somethhng'r iculous; -0 { n award, or had

been 1nvolved 1n an unusdal event




' ‘The majority of their conyersations, though,‘centered on their
*.students and their classrooms. From kindergarten to sixth grade, in
regu1ar class, muSic, or P. E., the foibles, the prob]ems, the triumphs
' of these teachers with their students were exchanged in 1;Eht banter._
Frequent]y, one story spurred anothet as teachers 1iStened and then ‘ u%{

added, '“Nhen/1 had him 1ast year . o ot
‘ The Significance of the morning coffee klatch was that it pro-

v1ded,a_time when the staff cou]d gather cou1d share experiences thatxw"

’ norma y occurred behind ciosed doors, cou1d add meaning to their 1ives

“through comparisonsand parable. fIhis is the stuff from which community

:. :!.
3

is u1timate1y’bui1t--shared'experience with significant othersvthat

'iads o the formation of norms and buiids organizationa1 identity.‘

”_The deveiopment and maintenance of th1S kind of. community within

an organization has many impiications. The morning gatherers meld. Ihep‘

‘formation of such a group within ar schoo] faculty means that the member5f~
e }5

- are no longer entirely indiv1dua1s or n aggregate of indiViduais. Thej,gyfh'

L]

evo]ve group perspectives and procedures, as we11 as means to 1nstruct
newcomers to the organization and to sanction activities or attitudes. Atfﬁﬂ'
“_ their best, such groups can act as stabiiizers in dafficuit times in

' schoo]s (Metz, 1981) - At their worst they become sign ficant barriers

o

"ﬁgons (Hargreaves,’
Ny
L 1975) 2 In many schoo]s, itis the one setting where "democracy“ prevaiis.'

to creative change and~1nnovation in educationa1 organ'

\ 'Tﬁ,}

-

>

2ParentheticaHy, one of the motivations for the origina1 study
was a desire to. see ‘the geneSis of a faculty peer group,-a phenomenon we
- found important for Geoffrey in the washington School (Smith & Geof frey,

e Qo | p

IRV K
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o Gatherings such as the early'morning'coffee klatch--freely
attended, without agenda, with ~open discussipn, with-people speaking
their»minds about the mundane and the significant--are soc1a1 mechanisms
_of considerable importance. ‘They are of vital interest for those
iiff who seek to understand lead, or_change schools, as well as. for those

who wish to build meaning into the1r day-to day professional activities

careers, and personal 1ives.

. gton. The teachers expressions and acts in many G

| of Edwards: -goiden years, 1970 and c) the . f1rst year of Ng]es s tenure,

. 1979 (See Figure 5. 2 ) A comparison of the principa]s finds that their

Insert Figure 5.2 about.here.,

]

. "culture"--the constellation of beliefs, values, and norms that they

'1'represent--differed‘in3éach instance.3 We have described the first man

, 3Descr1b1ng the "cu]ture“ of a single man as in the pr1ncipa1 posi-
tion of our chart, stretches the' concept a good b1t Jay Jackson-(1960) -
breaches this difficulty in the context of a group's normative structure

- as corresponding or non-corresponding normative structures.,

RS U7 S  ", RS
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Teachers: *

1s

pa]ﬁ

“and Their
CFapilies:

v

160

White

* Innovative

White -

* Creative

Innovative

. Cosmopolitan

True Believers
Lower Middle Class

But Upward}y.Mobi1e’§f'1}‘j

Traditional- " -
Localist™. -
‘Lower Middle Class

In Origin-and Goals

1964

|

‘ Fiqure 5.2:.(Théééﬁ1tufés of_iﬁe

. White
Urban/Suburban
~Moderate -

White
" Traditional
Conservative
. localist
:Rural Origin ;
Lower Middle Class -,

“White. "
‘Traditional
~ Conservative
Localist - |

¥

- 1970

¥

. { . Upper Lowen,to&' o
Lower Middle Class |
» Traditiomal - -, <«

th§ingt6n Schoo] -

' whife L
~Rural - s

Conservative

“Localist

'White

Conservative

- Rural
- Traditional.

o

. .

Majority " .
Black -~ =~

- Urban -~ ¢

Whi te

Conservative -
Localist

Small Vietnamese -
Group .. . -

1979

1_(;1[

. Transient -- * |

‘. Minori ty . Lo : s ’ s

£
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"than half of each group) but they differed dramatical]y from the ear]iest

drastically over'the 15 years. At the first point students repre- ﬁ.i*

. Toee s Tt
Lo EERE A TP S
. . .

—

)

' suburban and moderate in his approach to education and educational change.

i:_Lastiy, Wales’ is presented as Nhite, rural, conservative and local

At the same three points we found the first teachers to be pre-w?"..v

. Theivzfond and third groups were similar (the same individuals made up more

group of teachers we encountered at the school

ot

: ,'sented a White conservative localist lower m1dd1e class population

At the second\po;:: “they appeared much the same: -White conservative’ _',i}

1ocalist and 1 middle class. But by the beginning of Wales s tenure

distinct minor1ty in the school was comprised of Nhite conservat1ve,pﬂi=

upper lower class and lTower middle class students.v Another very smail

~ but distinct group was comprised of Asian children, recently arrived e

" Vietnamese... . | .T: . Loy

. The point of drawing these comparisons is to note that congruency

'between Ieader teacher 'and-student-cuitures"existed only‘in Edwards's
:v*.era. The greatest incongruency aﬂbng groups has occurred most recently and

_those differences are 1ncrea51ng. It seems that this cultural plura]ity

a

'great]y comp]icates the’ task of educating Kensington s youngsters. fwel T

\\,‘ i

5 commented at one point on the distinctly d1fferent 1anguages used ‘at the\V

schoo] on our return: ‘a Black student dialect that teachers found

146

i

‘”fas Nhite cosmopo]itan and innovative. Edwards by comparison, was Nhite,;-

vdominantly Nhite innovative and creative cosmopolitan and true beiievers.1

'7,The second group was white ‘traditionalist, localist and of rural orig1n._..

Final]y, the chart shows the student cu]tures at the school Changingj e

"_’the maJority of the student group were Black, urban and transient Q e’_vfﬁ



Y

c"f'd1ff1cu1t to cunprehend a ruraﬂ wh1te idiom tha% cou]d be confus1ng toe

'untuned urban and Asian ears- and Vietnamese--no adu1t in the schoo] had L

_ any understanding of the 1anguage or the cu]ture.. Th1s prob]em, nd we

y (Dwyer ét a1 1982) one school was encountered in which 16 1anguages and

l5.26 dia]ects were spoken as primary 1anguages by fam111es w1th1n the stu--

be1ieye it ‘is a signiftcant prob]em for educators transcends Kensington s

>

boundar1es., For examp]e, in a recent study of p?1ndipa1s activ1ties

| dent group., The prob]em at Kensington then, pa]es by comparison.' Qut_

l vthe d11emma of cu1tura1 and 11ngulstic p1ura11t1es in schoo1s remains

'v—'v' .-

an enngma for educators who work oppos1te s1des of these barriers from l;

.\ ' —y '9‘9

. <the1r students--part1cu1ar1y in a period when basics are being stressed

' 3and the teach1ng of "standard Eng11sh" is.a- common and pgﬁmary obJective

-“of 1nstruction in many schools. - E f(' - i,;. <t

- In- sum, organ1zat1ona1 1dent1ty 1s great]y affected by those who

"i

{part1c1pate in organizat1ons At Kensington, the stars, heroes and SR

VTfatroopers all made their contr1but1ons over the years as they 1nteracted

x7,

".ﬂamong themse1ves and unth their students., In the 1ong run at Kens1ngton

'“nv51t seems that 1t was the 1ong-term staff members who contr1buted the

{The InstructionaL Program

()1

\ . . ) -

'-K“ ’ ) ‘ .9.,

'n that setting”

'a f‘-’ s

there has been

(\'

‘ e g
_,_ident1ty, today, 1s 1ts 1nstruct1ona1 program.._Rév1ewang ourqﬁﬁggu
‘ ;c]assrooms and the act1v1t1es w1thin them S

‘-'mentary schoo]s in which W had worked

CRT ' R ' L A
Perhaps the 1east d1stinctive portion ofaKenszngton s orgaﬁi 1t o
: 34\

frred%mﬁmd}ies:o »other.
SR A T

5'art1cu1ar1y of the Nash1ngton

Elementary Schoo], an unremarkable 1nne'-f,ty schoo] Thﬂb very fact

9'--; -'v"?:



o L o -"’ S .'* B 15 .
however, is extraordinary from the perspective of - change~ in 15 years h”'

Q," W Y e

ve Kensington s innovat1ve 1nstr;:

oL (%,

€

1ana1 program d1d return to the “old

L.. v

N =L e

iuf what “the’ schoo] was to represent

' Milford type," the—dntf%he51

-

,:',‘5.‘ A chart Created by Principa]ﬁghelby egr]y in the schoo] 's history, ;,’r

was designed to i]]ustraté what Ken51ngton was‘to accomplish 1ihat same "f‘

s ;—‘,r‘“

"ef .chart,erphoduced as F1gure\§ 3, ironica]]y captures the schob] s pro-,ve_;)i

g

- grammatic reversa] Originally, it 1isted a series of from-to statements.

b Y ,

e 5 : . i ce , ".r 'N . . St _f . S o “
T I ',:insertzEigure‘5;3~about,here. et s

. , : . 1.] B , LT -
. ®- . . f R R ’ - — —T r - . . .

b . b s

e Today, a reversa] of the “from“ and the “to“ co]umns accurgte]y por-‘__"-‘*$

L3N Lo o i .

Lo

e

N l;f; trays thz school s steady drift over the ars.

77,' we 1abored in the narrat1ve to portray the staff s perceptions of
e

S

R R changing student body-rlower ab111ty students Iess interested §tudents-

_ ch11dren of broken and transient homes- children with less, respect for .}E/i
\- . . M / “b : ‘». a
S autiiority ;and w1th little se]f-contro]--of changi-ng economu; and ‘

4

©_‘political. climates of faltering leadership at the schoo], and of the rem R

%;'_:emergence of’ de commun1ty s fundamenta] conservatism to explain the -z;k
s d1rectaon of the schoo1 s pedagogical U-turn. In- the remainder of this ;{fi‘
f? section we w1sh to; comment further on some. of the changes we found ' tfzgia
:_.,‘ ' | The Shift in Goa]s and ObJectives'f”“I 17 try to get you ready for “'g‘
SSEY Jun13r high " Th1S comment expressed by a sixth-grade teacher addressingiJ“

: . . to, ot ‘e
L df h1S studen;s on the firsifday of schoo] apt]y represented the*more im- L

A

medipte practica],:"reaiistic“ gan held for students by KenSTngton Sy (N

JY «l“_

current faculty._ Ta]k of deve]oping "fu]]y functioning Freddyﬁ.is can-’

f‘g p]etely gone. = ;"‘_; ) S p};-*. o ..4"m-{3

Tp
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This narrower conception of schooling--getting the student ready

. - . R ~ ' . .
.. for the mext grade level--assumes a rational, hierarchical arrangement

Be Ly b2

ofkdist

inct bits 6f vkh'owl‘ed‘ge .th‘at' can be brogv_r"essively'impartedi tostu-
. - :'d-ents a".s'. they wind t'heirf way ‘through “th>e -|£-’12i O‘Pglan‘i'%at‘idnal structure
" .. of schools. This %Pées a te.acyhel'j_.:ro.m ~fe’e1_1'ng. s‘o]_‘:ély respon"'s_i'bltt; for |
i.}_;\v,l .st_:_udents- tjevel opmént ,Si"f?.?\he,,or S;\; 1l.S§'on1'y'on'é cog’iiq, y é;mp]lex’»' h

@u]ti-1eve1 education system. vwﬂ;hin this arrangement, t'hé intégra-'
2 « . 3 .. L __" 2 Py

v tion of acguired skills and knowledge, is ir-]argeljleft to i’:zhe‘student‘.’

Tt is an'oppgsing" v:iew. to the hé[iétjc \'/fij_fsvion t'h-’at guidevd Spanman, -

' Sh'eLby,, a"'nd‘“the%‘ o‘riginal" f?culty..- Déwey (‘1'516) répre§en£ed the ‘debat_e as
opposing; views of childhood. ‘j'r‘\e vcfar:'ént Kensing;ton staff would see ,
¥ o .chﬂci:ho:"Qd as @d readiness phe;vse for adu.'lthdod". The o'rj.giha‘l .facﬁlwvty‘ s
P v ,mfu%ld tend to vjew chﬁdhbc% as a _c‘onlvenient' nomenclatur'ehfdr opel. IR
. : “ pc:rtio"h” of_thg éont;i'n.l-mus t;:-ﬁq;e"rienée'qf‘fivfe.\ The p‘urﬁoSg of ‘schgoﬁ‘ng.k .
o = 'v";a‘rli,esgbetweer: these views. _For",_-the_ first, school is a-‘,méic'hanisw for - :
, prlegérfatio_n, for_doing .somgthvi ng in the’ remotg;,’f:t.qre'.u_ Infthe '.le;?:tfr', T
2. : ‘Q‘lv?scihovolls&uexist to prov'i.de 'p%gc’e's fxdr‘-chi]vdré}f to'_‘perfo'r'im tvhejn'r: h’fe".é ) ,:
Ao

. °The Shifts in’Staff Organization and,Spetia_‘lﬂi.zafion.jp If 1964 when

», f"' Fﬁ(nsi pg@om;receivfd itﬁf first *set;u‘ctie*r?ts'v," ,,i&h:e s“;(aff 'was_ or"g_an'izéd_ di’%-
o L’;fejrenﬂy‘wfhaﬁ most sc%oi,__s. Gr:ég‘es,oneﬁéﬁﬁd:tm “yveré;]ump‘ed into Tthe
" ,Bgsic' Skills Qj_:iéioh, and '.four./y fiv%} and@ﬁgiiqonsti;ut’ied i:he Irfc'f?epehdént.
\,-sé‘udy Division. Three teachérs shared the thi‘nd'.@&ade"s:tude'r'rﬁ?s)fn a
prograr-nr calie'd Tgnsit‘jon_ttha% r"‘eggi ed ﬁu&&é for the,.wi-ﬁse‘pehdent andvl‘ ‘4
1“'nd1'vqidua1'ilzedw prbgr;m“thef wo’u]ng beaﬁ thg foH"o‘wi‘ng.- year. ‘(.;‘_{r;ade., 1evé1‘s‘,

were not emphasized in this aprangement,- ‘Ins;ea;i; ‘the plan ‘called for

'10' ! . )

s
ke ' .
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: variety 8f 1nstructiona1qcontents. vIn the Independent Study D1v1s1on, a

T

‘students to master skills at their ownﬁrate,kjndependent of their age and

of the rate of their cohorfs. In’the Basic Skills Program and Transition

-

teachers tended to funct1on in s1m11ar ways and were éach - responsib1e for a .

3

~on the- other hand, teachers functioned as subJect matter speciallsts .

4

and :met w1th students as the students requ1red the1r services. In a11 divi-

R
A

e

sions thé teach1ng staff was bo]stered by numerous a1des who ‘'were needed'

. to mon1tor the independent progress of students.

Today, that organ1zat1on has shifted to a trad1tiona1 se1f-conta1ned
classroom’ pattern. The special: needs of studehts are serviced by a

number of remed1a1 spec1a11sts who operate on a, pu11out basisq 1 é., stu-l

K

~ dents are removed from the1r regular c1asses for br1ef periods of

-'; »

o:spec@a11zed fnstruct1on. In the c1assrooms of o]der students, some in-

forma] departmentaliz1ng occu‘i,.one teacher of fers al] the science,
another offers math 1nstruct1on, or social stud1es and SO forth

On our, return, it was the comp]ex program of remed1ation that was

',most str1k1ng1y d1fferent._ Learn1ng_disao111ty c]asses,_remedia]

read1ng,'speech therapy, 1ndiv1dua11and'group'counse1ing-w1th'parents

“and students, and spec1a1 1anguage c]asses_for the few V1etnamese ch11-

s .

dren who attended the school competed for t1me, space and resources.

- 3,

Pub11c Law.94 142 was respons1b1e for much of th1s pro11ferat1on and

the district, and county had added the1r own spec1a1 educat1on 1nﬁt1a- , “
tives. . ” |

0 . . . . . A

Classroom teachers fretted over the trade-off between the benef1ts

of these serv1ces for 1nd1v1dua1 students -and the disruptions. the programs

\

o engendered for regu1ar c1assroom 1nstruction. .The pr1nc1pa1-open1y

' s

S ,‘. k ' :lf;?’



. " . . \
adm1tted that the necessary coord1nation required to gain the maximum

‘benefit of the mu1t1p1e programs was too comp1ex for h1m to deve]op an )
organized p1an. Instead teachers bargained their priorit1es w1th onev

another 1n the fairest’ nd most meaningfu] way they cou1d Too,
y .

Dr. Wales p1aced a, great dea1 of faith 1n ‘the c1assroom teacher S
'*Wi”abiiity to adapt/to the spec1a1 needs of his or. her students.. He worried
| _over the t1me students spent out51de those "homeroom. env1ronments. His

"¢ skepticism affected the teachers and frustrated some pf the specialists.

e "

In our earlier ana1ysis of Ken51ngton S efforts ‘at team teaching,

T we raised a number of thorny 1ssues, offering~them as points of departure
for further research. We reiterate those here, 1n the behief that they
actua11y address broader schoo]ing 1ssues, and that they deserve serious
con51deration in any - schoo]iﬁg situation’ where coord1nation, decisfon ” °

making, ‘resource aiiocation and spec1a11zation are at issue.
1. Teaming requires the most sophist1cated form of inter-
dependence, what Thompson (1967) calls reciprocal, and the -
most difficult kind of coordination, mutual adJustment. 8
This coordination .is very time-consuming and. expensive in
communication and decision making. Organizations and indi-
viduals with limited resources (time and energy) must divert
them. from other activities, for examp]e, on occasion pro-
ductive effort such as teaching, 1tse1f - .
a2 As various hierarchica] Tevels of decision making are
»° introduced (for gx ample, teaming), decision-making freedom
-~ . . at the lowest 1e§e1 (teacher pup11) is constrained For
o those who speak of - 'democracy" in the ciassroom team1ng
,_raties serious 1nc0mpatib111ties.
3 Un1ess ind1v1dua1 skiiis are unique in kind or highly -
¢ﬂeveioped in degree, teaming as reciprocal interdependence
‘Mfﬁf ‘be higher in ¢ost than’it is productive,of benef1ts.,

¢ 4. As teams increase in size, from two to more than two,
P for example, seven, these effects are magnified.

. ,,\: 5. Because of faddism and emotionaiism instead of ana1y51s. ‘
¥ in profe551ona1 education the, new e1ementary education‘

o "'._ v
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that-offers team teaching to the pract1t1oner conta1nsvmutua1
'h1ncompat1b1e elements leading to latent and unanticipated &
negative consequences--dysfunct1ons. (Smith & Ke1th 1971,

S5 T . 238)

Shifts fn'Instructional Materiais.b It was immediately apparent

:,on our'retﬁrn that instructionaT materials had changed, too. Fishing

poles had g1ven way to textbooks that k1ds could call their very own’

-and ditto sheets, Tots and lots of d1tto sheets.

The trans1tion to textbookSWbegan in Edwards's era, and teachers

-reported that the change was read11y accepted by .the students 4 A '

&

}‘f1rst 1mpress1on on the f1rst day of school in 1979 was that the text-

booRs proy1ded,cont1nuity 1n the 1nstruct10na1 program from grade to

" grade; despite*new teachersfand c1assroomsL'students began their work

@

with Iittﬁe hesitation?and'few questions or comments. -

When teachers agree: wnth the scope content and sequence of act1v1-

ties in textbooks, and’ when the texts match the ab111ty level of the.

'preempted mucn of theqr prerogat1ve to make adJustments.»
,fseem 1nstruct1ona11y benef1c1a1 and others seem problemmatic, ,In NN

"_commentedaon a number of these consequences. That. same analys1s is .

students us1ng them presumab]y results can be very positive, Today S
Kens1ngton staff however commented on severa] occasions that these

cond1t1ons were not always congruent yet the adoption of the text . ser1es e
NS
- g

" In brief, the use- of textbooks has a host of consequences. Some .
o '.1..

“fjan earﬂ1er aha]ys1s of a textbook based 1nstructiona1 program, we

" relevant to Kens1ngton and is 1ndluded here as F1gure 5 4

Lt
. Ce o , .

' 4The process of textbook adopt1on is complex in. the M11ford d1str1ct
Volume II of this report conta1ns extended 111ustrat1ons of" that proces5rf

W . . : . X , L -,u.

< vl



Z

Sx s LY Insért Figure 5.4 about hefe.
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5%at the school

Teachers 1isted the fol1ow1ng'beaSOns for'fheir pervasiVe |

?f;y uti]1zat1on.;

Ject1ves. § % RN R
" "~L1ke the gﬁgyr% to'pa§?1t1oned c1assrpqms;

a

1dent1ty. ".J.. "
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.Facades and ReaT1t1es "what You See Is What You Get" |
" This cT1che summar1zes for us much of our feeT1ng about today s
.;Kens1ngton ETementary SchooT It aTso captures another 1mportant way in
'_;wh1ch the: schooT has changed and one final part of organ1zataonaT 1den-
't1ty. : | | ) _ |
In 1964 we suggested that d1fferent reaT1t1es ex1sted at Kens1ngton
;and we d1scussed them 1n terms of facades doctr1nes, and day to-day
B act1v1t1es.5 In- commonsense Tanguage ‘we were trying to d1st1ngu1sh among'
what was taTked about what ex1sted 1n wr1t1ng, and what occurred 1n the
behav1oraT and social reaTm at Kens1ngton._ 0ur po1nt was that there were
g‘substant1aT gaps among these’ vers1ons of. reaT1ty and that those gaps had
-both ant1c1pated and unant1crpated consequences for the earTy Kens1ngton..

T.

'gé; As our head1ng suggests, these gaps have‘narrowed at today s Kens1ngtc

- . to the po1nt of be1ng nonex1stent. In generaT th1s convergence seems 31Q,

g

-des1rabTe. The compTex task of educat1ng ch1Tdren seems eas1er when thev-
imuTt1pTe groups that partic1pate in the enterpr1se speak the same lh' .
‘Tanguage and share a common knowTedge about events 1n the schooT

The convergence of reaT1t1es 1s part1cuTarTy usefuT when ah organ1za-

* tion' s goaT is stab1]1ty and when the system is near1ng some form of

'-’equ111br1um. Nhen change is des1red or new. V1s1ons are pursued however,

‘d1ffer1ng reaT1t1es may serve | a purpose. The 1nnovator can argue that the

fsystem has greater potent1aT and is not T1v1ng up to its asp1rat1ons.--ﬂ

o

5“Reahty" even when used in quotations carries. 1mpT1cat1ons of the
sort suggested by Roshomon (Kurosawa, 1969) and Alexandria Quartet .~
(Durrell, 1960). .:For the moment, we would define reality as that part-"
of the soc1aT woer about which substant1aT intersubJect1ve agreement ¥
'ex1sts among observers and part1c1pants.

P
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In this senseywe‘recaliqa'famiiiar 1ine from Browning that was'popu1ar-g

around;Kensington'in its eariiest"days“ "A man's reach'shouid exceed |

h1S grasp or what s.a heaven for?" Comparing th1s passage to the "what-you-f
see-1s what-you get" c11che crystaiiizes the d1fferences in Kensington s’

organizationai 1dent1ty Ain 1964 and in 1979.

Conc]us1on
Ne have compared and contrasted the organizationai 1dentity of

Kens1ngtqn in 1964 and Kensington in: 1979.. Ne have suggested that the '

o phy51ca1 structure that houses an organization is a 51gnificant aspect of

'_1ts 1dentity,_the de51gn and u]timate uses of a structure may embody an

;:organization-s va]ues and goa]s. Ne have suggested that an organization S ;v

- past is carried on through reputation and evo]ved operating procedures

'”4and that th1s history affects the present " We. discussed the 1mportance L

of - 1nd1v1duais in organizations and their impact on organizational 1dent1ty.

~ Our: conc1u51on was that those 1nd1v1dua1s'who remain the 1ongest and 1__'
| attend to the more routine detaiis of a group s work may have the |
" greatest 1nf1uence on the group s 1dentity. We ' further discussed a -
"_shift in the nature of Kens1ngton s work in both process and content
g,and how that shift made the organization distinctiy d1fferent from what
‘it once had-been.: Fina]]y, ‘we commented on the convergence of rea1it1es ,7L
at today S Kens1ngton that has aiso contributed to the schoo] S 1dent1ty. C
| As we have described above the Ken51ngton env1sioned by Spanman
and She]by is gone. For better or for worse, Kens1ngton 1s now an average n
school, on1y one of many iﬁ the M11fordbDistr1ct Beyond depictvhg the
luspec1f1c story of Ken51ngton, we havevused the’ concept of organizationai

1dent1ty as'a demonstration of one way in which to examine organizations



4l*”” “over time.. The two prof11es we created of th1s organ1zat1on at two
d1st1nct po1nts in 1ts h1story 111ustrate the dramat1c changes brought
about by the 1nteraction of populat10n econom1c and 1deo]og1ca1

sh1fts w1th1n an-1ncreasing1y complex nd expand1ng educat1on system..:
- -""z‘;g, .
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CHAPTERB. ST
IMPLICATIONS FOR THOUGHT AND PRACTICE

"u

In this f1na1 chapter we exam1ne the f1nd1ngs of our- return to
;'Kens1ngton.' we 2ffer severa1 po1nts that we be11eve are 1mportant to F'“
: those who study change in schoo1s or other comp1ex organ1zat1ons and

}.to those who seek to gu1de pub11c schoo1s with1n the contemporary
,Jcontext of schooling. The fﬁrst sect1on exp1a1ns the concept “1ong1tud1na1

"inested systems," the perspective 1t enta11s “and. 1ts use. The second
'.sect1on 111ustrates the mu1t1p1e and often conf11ct1ng forces 1nvo1ved y

:1n the determ1nat1on of educat1ona1 po\1cy in. th1s country and comments';

'°'on the schoo1 princ1pa1 the person who must 1mp1ement schoo1 pol1cy.

‘ .Q"f»;,:. :g\fif'- . Long1tud1na1 Nested Systems 5 fg;f.:- S ‘
_ ~In our f1rst 1ook at the Ke&ilzzton Schoo1 in. }964 we focused pr1- o

;'mar11y on the school 1tse1f 1imi ourpcomments about 1nnovation and:

| - change to people and.events connecteﬁ d1rect1y with the schoo1 : Analy--

Iﬂs1s of the community, parents, and d1str1ct adm1n1strators proceeded L

» "f;¢a1most ent1re1y from observat1ons at the school or 1n meet1ng'h

)

' ‘:J1nt1mate1y concerned the sett1ng., :

' xam1ned--such as adm1n1strat1ve success1on, d1sc1p11ne curr1cu1um, or B

rﬁﬁgal change--carr1ed us 1nto ever hﬁder c1rc1es of 1nqu1ry, and forced y

{ us to exam1ne factors of systems that at f1rst appeared extraneous

-

o but, 1n fact were - exogenous. Our not1on of 1ong1tud1na1,nested

SRR T S £
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Rncas

—systems pTayed

ag

»

“systems is an e ﬁort to ‘come to grips with the roTe that these 1nterdepende

fL@Kfn51ngton 5. metamorph051 S S ,p? ;,'" ﬂ[

The muTtipTe,categories of antecedents for the changeg at Kensing--

“‘Qton most naturaTTy feTT aTong geographita] poTiticaT, and organizationaT

51 quaTity. This basic modeT is contained in Figure 6 1. This captured

'Tines internationaT »nationaT, state county, communfty, district “and’

R ' R SR,

-schooT Portraying these systems as nested captured their interreTatedness

“Adding the time dimension to our conception iTTusbrated their dynamicL

g

“.

‘. . ,‘ :
/—\/ L

AT\ -
e & . .
‘4;3, NI
N S

2 rae
.

. Insert Figure‘6;1 about'hereu,

HEER'Y N
DS SR

'Jthe spread of the nested systems. The narrative indicatﬁp that we found :

'.iy{much of the interaction between the systems to be typ1fied by confTict

l

r’rpoTitics, and TegaT constraints._ Each theme and strand we pursued

&.,,c‘ e

;deeveToped as an. amaTgam.of these muTtipTe systems. Those eventsAaL;u

’ {

o 7that represented intentibnaT,‘creative innovations and aTternatives

. were soon entangTed in other kinds o,» hange grohnng out of personaT and

G) °

‘,poTiticaT 1nterests, activities of other organizations, and forces that
. A .

s ¥l
(R 'c}(

'a.' : A

-*»»emanated from Targer systems. 'i" a . z? ‘Jh TLoma ﬂ;“

B PTaCing the systems we found reTevant/}o Ken51ngton S s;ory on the -
. - .

*gen

..verticaT axis began Figure 6.2, Some of those systems predhted Ken51ngton.

.3

ks ]
' To aHow their incTuswn, we chose 1910 t% yearéo?ficiaT records of

- the Minord SchooT District began, as, the first p01nt on, the horizontaT

'7 temporaT reTationships. We contend that each act i/

t1me Tine in the figure. -As" we found exogenous variabdes in Ken51ngton S
- R P O _

orig1n and change,_we arranged them 1n the grid tol'jmonstrate their :.

his nature ‘2;3
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to th1nk about our or1g1naf prob]em what happened at Kepsﬁhgton7
Lm0 oo Insert Figure 6.2 about here. - o,
_/ l_-'; \\ffﬂi"A'iQ “J-_‘;,.e3;~_" ;7 1,1~ “';g"ﬁ; ; e 'J
The process not SnTy has been en11ghtening 1n th1s respect hut a]so has s

L \
: expanded the in7t1a1 conceptua]izat1on¢of the study by suggesting further

ik atfu] aVenues of inqufry.' For exampTe, as we\view the Mffford Dfs}r1ct o

i'-:‘,‘ S ,(_' oo

j“'“fif;story as‘an 1mportant 1nf1uence on Kensington events ‘that story betomes
o o swgn1ficant in its own r1ght We found that in order to understand how
C T &

'i;ﬁ ;sfikens1ngton changed we had to answee?the questioné why did the Kensington _;f

.'_;SChOO] appear at a]] in the M11ford SchooT Dfstrict? A further Took ae

. - s

'7'Jone of the themes in our narrat1ve the s1gnif1cance of racia] change
;fEEat Kensington 111ustrates our ‘model in use. Jf.k”' ;f vf;‘”g;'3-;“{.',l o
fM | One'of the most dramatic changes 1n the Kensington Sch001 1nv01ved :N"
?ggk;a ser1es of nested nat1ona1,_state and TocaT events.‘;As we ind1gated.

f“educat1on of students 1n dewest State‘was 1ega31y segregated by race
P T_untiT 1954 when the Brown versus Topeka Supreme Court decis1on was handed {;f

:Vwﬁ;jf fdown.. A ru11ng by Mﬁdwest State and a decision by the M11ford Board of

N fv;}Educatlon fb?fgwed the Tahdmark court detiSjon. The distrﬁct“s react1onuﬂ§2;
?'Axlg_was phrased qu1te expiqc1ﬁ1y=as noted bn fﬂ@ M11ford School Communwty
K -. ;. ﬁ" . ) .__-‘.‘ -. ,, [" .' p.:O:. .—‘ﬁ: t: .;_' - . ,;" K .... '.‘ ‘o'. _:,‘_ ‘ 'n\
';FBuTTet1n AR R .'”':“'S“J SO A o :%_J1§:$-Edu

&:“ SEGREGATION T0 END IN MILFORD SCHOOLS SEPTEMBER 1 °1955 ﬁh‘$ >
et ol o
o After a ru11ng fro rthe M1dwes€ State Attorney Genera1 and a‘~ ‘
© ., “rulingfrom:the &fate ﬁepartment of Education at Capitbl City, ' -*
. the. Bpard of Educat1on of the School District of Milford has ,

S - decided that - segregation in the Milford Sehool District wTTT ‘

.=~ ‘end on September 1, 1955. ‘The status of our schools-will™ . .,%e

2o <o« rematn the same as in ‘the. past unti1 September 1, 1955 R
ceo .;-x.p_(,Doc., 1954)E (emphaﬁs ours) - W R
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1In a‘larger sense, the court decision, muTtiple interrelated-
events in the deteriorating Metropo]1tan C1ty, prob]ems in federal]y
' subs1d1zed hous1ng, and public att1tudes toward - educat1on (espec1a11y a
professed desire for ne1ghborhood schoo]s) led to the 1arge population
shifts in- M:Iford dur1ng the m1d 1970 s.1 These factors, dn turn, led )
to the sh1ft in the number of non-Caucas1an students at the Kens1ngton |
School from a tiny minority to a 60% maJor1ty. The cu]tural, sbcial,
and educat1ona1 1mpact of that a]terat1on was dramatic, ‘as described
in our narrat1ves. . _ - . e

We find a host of observat1ons re]evant ‘to these nested events |

a) The Milford commun1ty is segregated into predom1nant1y White ne1gh-
borhoods and predom1nant1y Black ne1ghborhoods. A few 1ntegrated,pockets
of hous1ng have emerged ,b) Over the years, there have beenfseveraf'

- instances offschoo] boundary changes in the district to balance pupil

numbers. Despite those changes, one set of schools in the district

. Y
[y

* remains mostly white, while others are 60-95% Black. c) There has never

been a B]ack on the Milford Board of Educat1on. In a recent election °
two Blacks ran for the bgard but were overwhe1m1ng1y defeated d) There
is on]y one B]ack,adm1n1strator, an assistant principal, in the district.
e) Dhrfng the 1979-80 school year, two Black staff members; a counselor
and a teacher worked at Kensington. The teacher was moved to another
.schoo] the fo]]ow1ng year because of dec11n1ng enro11ments at the school.

’ f) D1str1ct pol1cy has cons1stent1y supported a ne1ghborhood schoo]

concept. ) Kens1ngton staff responded to the chang1ng student
rh#
A. - ’ "\
Isimilarly, the postwar baby. becm, new housing, and jobs in decen-

] tra11zed N ndustry contributed to the expansion of the Milford D1str1ct
- from three schoo]s to fourteen between 1950 and 1964. i

164 - .
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popu]at1on by add1ng more‘wa11s, by turn1ng to more tradit1ona1 curricu-
Tum and instructiona] sty] sa and with tighter di§§1p1‘ne. h) Regard1ng .
-thg’var1ety of emotigna] ?%@%%nses to changes in racia] composiﬁ1on, one

'commehtator described Kensington positive]y as “sunkissed a change for
L]

the better." The fee11ng of another was expressed with an ana]ogy to
'Kub1er-Ross S (1969) ana]ys1s of death and dying “Kens1ngton hent through_f

[}

'stages,of den1a1, anger barégﬁn1ng, depress1on acceptance andlhope.“-

‘/

We finduthese to be powerfu1 statements qgout .race re1at1o%s, schoo]s,
and the. effectiveness of state‘and federa] integrat1on policies| in Milford.
State and *federal integrat1on ﬁnitia@*ves have been 1arge1y 1ne¥fect1ve
1n thg face, of fbca] hgus1ng3patterns, d1str1ct policies - regard1ng school
8 organ;zatwn ang st#ff ass1gnments, and attitudes of 1oca11y e1ected
. board%members and the;r const1tuenc1es. . | ?i
Theseﬁantecedents to changes at Kensington are only a few bf many
] » examp]@s. As descr1bed 1n the narrative, other factors such as 1nf1at1on,

e

‘} PL gh 142,wthe “back to-basics“ movement , state gu1de11nes, and 1oca1

+ cQncerns over dfsc1p1ine were influential forces. One fgrther i]]ustration |
) ‘ : ' o . . .
_ demonstrates the consequences of this tangle of exogenous variab]es at
. o | B . a
. Kensington, .- ) ' s

(¥
-

.'Some of the very earliest-items. in the district board minutes
recorded actibns'tagenvregarding pupi];misbehavior. Concerns over
,corporaT punishment occurred early éhn the board articulated a “no corporal

pun1shment po11cy“ in, 1925m Instead theyccreated a po11cy for schoo]

suspens1ons and board hear1ngs 1ngser1ou§‘cases of m1sbehav1or. Over
s the years, that po11cy has been mod1f1ed as new members and att1tudes about

~ - dtsg1p11ne changed. .The,dlstr1ct continues to_wrestlgﬂw1th this.perennia11‘

- % problem. . S e T

s ’ . : ‘_16'5 S . ’ 3 oo ®
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D1fferences in di sc1 p])negmcies and student populat1on at the'>

t1mes o"f our stucﬁs. Aga‘in we beHeve Figure 6 2 he]pS' represent and

w 5o

order these anJ many 'other changes. F1gure 6 3 Carr1 es the pr'ocess one‘-'-._;
step further and shows"‘thre accumulatmg eff'ects of changes in the most 5
d1 sta] of Kensington s nés’ted systems as they f]owtto th&omm\‘m ty, the

d1str1ct the sdhoo] ; aﬁ‘d the classro(ﬁﬁ | , ®
J s ‘ ;y ‘“. oy . . . ‘-i‘,-. . o o o
. e

v o
PR
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In effect we are baqk f% Fi g?ﬁ*eiﬁ 1 anéuthe predi(ctio,n fl‘om lS&ea

the o’lq Mi.ﬁordat.Ybe.--...fh--é}:‘"i e :.
“"i Lo - ’\“& 2 .

%nd&hat 1ts rqeverhon was vast]y

ago that Kens1ngton wou]d -reye.rt to

s , &
demonstrates that KEI’IS”Ing‘t cha

>

o more comphcated 1)han our i{abels m1ght Suggest
Events in the 1arger $ys‘ﬁ‘emi§m wpich Kensugé%n 1s ne’st !
g "-f

,o
,0

the1r own 1ntegr1ty and dynaw &r‘ example t&e 1954
was a maJor turn1ng po1 nt ﬂg{’Conseqbtier‘:::te%o‘f that_‘event have béen f‘eltqﬁ .
at the schoo] and c'Iassrobm le piﬁy *in.,the_past' f1ve "yea B Further,

these effects are.interactw‘xve °ands,hhear.vaemographic"'changes %or .

' )

$
example are tang]ed w1th pe&r&ptﬁal éhaﬂ%&“s together they have affectgd
. | 3

: curr1cu1um and 1nstruct1on at~the s fool. : %ﬁ @
S &“ _ . i ,

With the sense of h1story dEr1 ed from gur nested and T‘ong1 tud1na1

vi ew of events at Kens1ngton and Mﬂfﬂrd (55 are terﬁted tp venture a.

< &

further pred1ct1on. The d1str1ct has 'a record o@nawe‘te about comphance
ze

and fam1har1ty w1th regu]at1ons that goes baclc %H the way to Mrs. Br1ggs,

its f1 rst super1ntendent - &she faﬂed to estabhsh a h1gh school because

QoY
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she was not aware of or d1d not understand state regu1at1ons. She

encountered d1ff1cu1t1es, too whe'%a tax 1evy was Sesc1nded because 1t .

~ was. not cons1stent w1th state ru]es.
Th1s type of - 11m1ted understand1ng 4ffstate and federa1 regu1ataons
continues, and accprd1ng to most staff, 1ts effect is compoun!'p by the:
a determ1nat1on to set po11cy by 1oca1 standards._ The d1str1ct 3 gradua]]y
1ncreas1ng 1nvo1vement 1n federa] programs and its acceptance of state

©.o o and: federa1 ‘revenues ensnares. it 1n new regu1at1ons concern1ng c1v11

r1ghts for women, the hand1capped and rac1a1 m1nor1t1es. Its fa1Ture
to comp]y with these requ1rements has. p1aced the commun1ty, the board
and the adm1n1strat1on on a co111s1on course w1th government author1t1es.l

"These problems are compounded ‘as 1oca1, state and nat1ona1 po11t1c1ans

focus;on bus1ng of students, p1acement of Tow income hous1ng, and
‘ajlocation of federal funds. These officia]s offer varied Views and'ﬂj
mixed messages to the pub1ic. Perhaps we w111 have another opportun1ty

to. return to M11ford to 1nvest1gate th1s “co111s1on“ hypothes1s. The;gjn
“next Kens1ngton story may be the ta1e of a d1str1ct‘1n court, or of thei‘;y

_‘; confllcts engendered by commun1ty, state and federa1 contro1s over

"~ education. ‘-, ' P , .
) T, : i . &

Broader Imp]1cat1ons of the Mode] ,,i ' e u' g

N,

“Not a Theory of Change.,} We emphasize that the 1ongqtud1na1 nested

systems mode1 is not a theory of change .or 1nnovat1on in 1tse1f It 1s

!

‘) tool of 1nqu1ry and ana]ys1s. It offers a structure that he1ps us. {-K 5
or

7’,/@h1nk through our data and -a format in which our data can be afranged

ana]ys1s. This perspect1ve has 1mp11cat1ons for both the meta-theoretical

andﬁt e"theoret1ca1 1eve1s of analysis. - For examp1e 1t argues TWP11C‘t1Y

- for | textua11st root metaphor rather than a form1st1c mechan1st1c, or

el : 169 ! | -

S g




o
5

,organ1c one (Pepper, 1942 Sarb1n, 1977) Theoret1ca11y, it seems open
S
to var1ed substant1ve theor1es, for examp1e, organL;at1ona1, po11t1ca1

or cu1tura1. In th1s regard as’ the Kens1ngton and M11ford stor1es un-

" fo1ded and the 1ong1tpd1na1 nasted systems model” arose -the mode]

I

promoted 1mportant unders nding of another set of 1deas that waé on1y

— AY

dim]y perce1ved in the 1n1t1a1 proposa] A competlyg theor1es not1on».

‘struck ue as fru1tfu1 for future study. What'wou7d-resu1t ifrwe attempted

to compare to contrast, even to synthesize or extend var1ous yheor1es

~of change in 11ght of the mode1? V1s1ons of recent attempts at synthes1s
‘o

by House (1979) on 1nnovat1on theory and A111son (1971) on po11cy theory

’danced through owr heads. That agenda both ent1ces and overwhe]ms us.

For now we are sat1sf1ed to. specu1ate about these poss1b111t1es.

R

Further the mode1 he1ps 1ocate our approach 1n re1at1on to- 0ther

social sc1ence stud1es of change and innovation -in educat1on.§}- F1rst,

0 T \

_we f1nd ourselves examining 1ncreas1ng1y long periods of t1me for

[

-re1evant 1nformat10n in our inqu1r1es. This d1ffers from the snap shot

var1ety of study that exam1nes a br1ef spec1ﬁ1c per1od ' Second, our -

-

'_perspect1ve 1nvo1ves a ho11st1c view of events; we contend that one

~ . cannot understand an innovatian or change in a system without consider- - -
* . . Bl " . r . N . " . . . R

ing the larger systems of which it is part. Third, our model makes,'
ekp1icit a hierarchica1}arrangementlamong.the nested systems. It.

.
~

PR ‘ ‘/ :
d
AT

, 2Our 1nvest1gat10n, Federa] Policy in Action: ‘A Case Study of an
~ Urban Education Project {Smith and Dwyer, 1980) is a h1story and analysis
- as’ me11, It an;1c1pates many of these 1deas. L ,
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A4 : s

h1gh11ghts the d1rect and 1nd1rect controls that one system may - 1mpose on '
,1ff “ another Fourth the 1ong1tud1na1 nested systems not1on a11ows oné to
‘T:f focus on restraints or g1vens bf a fie]d of act1on set by. one system _
upon another. F1fth, 1t assumes some autonomy both apa]yt1ca11y andg

practica]]y for each system,’ perhaps 1ess than some educat1ona1 L v
theor1sts 1mp1y and more ‘than some educat1ona1 pract1t1oners perce1ve._ L

. 5
S1xth, 1t bu11ds upon a. psycho]ogy of 1nd1v1dua1 actors, 1nvo1ved in

/ events or scenes, that cu1m1nates 1n meaningfu] structures resemb11ng
¢

p1ots 1n drama and 11terature (Ke11y, 1955 ‘and. Sarb1n 1977) WSeventh,,

it includes a respect for the chance event the fortu1tous the';'; g

oo D e

3 L
: serend;p1tous that nature forces upon ‘us, in the form of 111ness . f;-~ S
death 1uck or natura1 d1saster.f F1na11y, our cdncept1on 1s a11gned
c]ose]y w1th the perspect1ve of some h1stor1ans. Yet we d1ffer 5 R

* from them, too. Our 1ong1tud1na1 approach carries the t1me 11ne fi.- o

r .

_ to the present the rea1m of contemporary events. :

(e
‘

- Our- or1entat1on pushes us 1n the d1rect1on of storyte111ng as ‘an 1m-

portant tool -in exp]anat1ons of change and 1nnovat1on. Yet we cannot

Lo~
aq,

abandon the value of more abstract conceptua1 forms of ana1ys1s.- Thus

we become 1nvo1ved in a debate common1y waged among%h1stor1ans

that i%, how best to contr1bute to cumu1at1ve know1edge., Hexter $f971)

. ’
» .

descr1bed th1s d1scuss1on as "storyte111ng“ versus "sc1ent1f1c exp?anat1on"

3
"Historical stor1es are qu1te un11ke sc1ent1f1c exp]anatiorjfjBs
. sketches._ The latter.are thin; .they hdve to be filled out
- .~ with missing words and sentences formu]at1dg the m1ssing -
- ~ implied laws and boundary conditions. But’ although h1stor1cah o
storfes omit a'good many laws apd conditions, too, and ,

-+ - although some laws- are rather hard to find even. when ‘Ohe. 1ooks »'“7;53,
" for them, those stories are not thin; by scientific standards:: - ;
" they are often fat, egregiously obese, stuffed with A x~t%

- unessential words qu1te useless for the purpose of*adeqyate i;w ’ G'
and s§t1sfactory exp]anat1on. (Hexter, 1971, p. 151) R
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A1th0ugh the 1ong1tud1na1 nested systems mode] w111 pot&reso]ve th1s f.-f'“

°

f:) - ‘debate 1t keeps us mov1ng by prov1d1ng a work1ng so1ution to, 1f not

(S

T ea comprom1se between,“"storyte111ng" and "sCﬂent1f1c eip]anat1on.",-It:
: - .7 .

prov1des a means to begin the 1ntegrat1on of more abstract co%§epts and

. theoret1ca1 genera11zations into mean1ngfu1 ways to th1nk about 1nnovat1on

and change in educat1on. )

n
'hdiscuss1on of the p1ace of va]ues 1n educationa] thought (0 Conner, 1973;

o H1rst 1973 Struthers 1971) We be11eve that debate is, at the heart ofr

'what is somet1mes ca11ed pract1ca1 reason{ng (Schwab 1978 Re1d 1978

e

:-Sm1th, in process) We be1ieve one s viewpo1nt about the ro]e of va]ues

4

; in 1nquiry and po1icy mak1ng has maJor consequences for the mode]s that N

one bu11ds 1n educat1on and the pract1ca1 dec1s1ons that one makes. 'We

. o - wou]d argue, for examp]e that the va1ues of decaslop makers in the Mi]ford
a d1str1ct strondhg 1nf1uenced the course of Kensington. . }:*.,_ .' |
e fﬁ : We wou]d argue too that a. sense of a schoo1 sora district 's h1story
::)-’v'.' . ‘ ¢

o K
e '.cou1d be an£§1d 1n examfn1ng approaches to curr1Cu1um, teaching, d1sc1p11ne,

v}onvother cont1nu1ng d11emmas } In that 11ght our mode1 provides 1nput B

a

“-fférbpatrons%!parents, pupi]s, teachers, adm1n1strators, or board members

s %"

. g! q l ' ‘)»‘
who are seanchfhg for ;o]ut1ons to pers1stent prob]ems. We be11eve e
;{ﬁ;@fﬁréﬂ that?educat1ona1 reSearch and theory must dea] w1th the quest1ons pf ._}

Lo va]ues gnd shou]d ass1st pract1tioner9 through‘;he1r quandar1es. R
\ . L P : ¢

. We have seen that perspect1ve fn the work of,Fe1n (19717,,G1te11 et a]

._%..v.":’ e )

(1973) ﬁpkeach (1975), and Peshk1n 197§) The 1mperat1ve in th1s area

\7‘y[c is underscor mby today s wrench1ng 1ssues' the 1nherent conf]ict SR

Lo T h ) .‘l

o, Vo4 amobg such c1 sgered concepts as frater 1ty/commun1ty/ne1ghborhood schoo1s,

PRI a“i’ﬂ»&

TS :

More genera11y, though tentat1ve1y, we feel that our mode1 may aid. the |

‘e




r.

y; equa1qty/3ustﬁce/aff1rmat1ve act1on/desegregation, and 11berty/freedom/ |
| 1nd1v1dua11sm/1oca1 contro] 3 We have, seen such d1vergent va]ues argued ' .f?g
at the Kens1ngton Schoo1 and in the M11ford D1str1ct. We know they are at
1ssue-e1sewhere too.j Our hope is’ that by te111ng the Kensington story,

3 - - ;e
and propos1ng a way of 1ook1ng at it, we have mad% a modest contr1but1on

' kY

. to the understanding and reso1ut1on of SOme of the comp]ex problems>that "d‘i ;
;_; i {:schgo1s currentdy face. fhf“-f'f' ‘-:”f, \5.ﬁ ';'“t¢f;1,f!§ft”" f I X
. ;_;ﬁ:-f'i' SOC1a1 InteractiovJAs MEChan15m.fr. Onev}ns1ght ftom 0ur work

raisedcand treatedzan.more detaiT A Volume IT. (M17ford's Recent ;'u7‘f.;fl;};;;

5 f_ | H1story as Context for Kensingtop)' 1s descr1bed by the- phrase "soc1a1
B i " f . . L

';5 1nteract1onhas mechan1sm " Dur1ng this pPOJeCt we have attempted to 4‘;

e : ‘. @ .
Pepper (1942) phrased lt, and from the 1deo1og1ca1 or paradTgmatlc trapp1ngs f;,

; of the 17th Century as Tou1m1n (1971) expressed 1t. Yet at the same 4ﬁ?” 'ffi'
cor t1me we did not wnsh tO‘ent1re1y abandon our search Tor causa] exp]anat1ons N

of Kensington’ S-Cﬁange. o o T

THe resu1t 1s our@embrace.of theor1es of socia] Jnteract:on as v'i 7

potent too]s for understandtng change. We want to argue th t. organ12a_.} L

‘1<£ g t1ons operate through the socia] 1nteractTon of two or more.actors who_ -
are perce1v1hg, th1nk1ng, w1sh1ng, fee11ng, actlng be1ngs- Sr "0.

e g

g,kh"principa1;.teacher, parent,'student-efhat,affectgthe'naturefofgthefn

3Whether the va]ues and Jssues~c1uster 1n\these ways seems an impor- vvwﬁmb
tant ana]yt1ca1 and emp1r1ca1 prob]em in 1ts own r1ght . e

, '
+ . - ’ L B o
o B . R . .
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*,'cOmmunication} Regardless,&the1r 1nteract1ons have results. The Y.
i 'ififtl OVerarch1ng research problem of th1s study, jts def1n7tﬁon and w "_“;#
' 3 1ts evo1ut1on the Way We approached the problem methodolog1ca1 11y c*#
- and procedurally, and the very form of the results carry the. message ,f’f" ;
S of. th1s tranformat1on in root metaphor. {“'d "1 ;&f ::' ;5'1f R
J“‘; ;_; f:" Mu1t1p1e Causation..‘ We. have argued that the four pr1nc1pals 1n o
., é..j’g'l'our account are key "1nteractzona1 me(‘.hamsms‘l in thepKens;ngton story,“~rp
5L , e N AR

As they communicated w1th their Superintendents for adv1ce, support

;6'f7,': J andtdirect1on the school developed in-very d1fferent ways.\ S1mi]ar1y,.
EEPEN Sé they talked w1th their teachers, seeking 1nformat1on and§1deas,:orv;?;;°
contr1but1ng support and d1rection\ the Kens1ngton program changed Inhgig_;}
add1t1on to. these four persons, :ur narrat1ve reveaﬁed many other 1nd}v1du~p:

o . ¢ < ) \
" als and events that were equal]y s1gn1f1cant 1n the Kens1ngton story.__j?g
R o

f“”’/Mu1t1ple causation 1s an 1mportant soc1a1,sc1ence concept we have for

a long time been enamored w1th Zetterberg ] (1965) phrase for th1s" "1nventory

of determ1nants.f In our move fﬁom more mechan1qp1 and 1awfu1 interpreta-
Co e gt . : i
SRCI tlons of Kens1ngton S- changes to those that.were more contextua] drama-,_,{y

1

X " turg1ca1 égg11nteractiona1, our. inventory of determ1nants grew e}ponen- ;}‘

e
Tw ¥

tia]ly. Change occurred not- because of one person s d1ctum; but as a resulé’k

_ - | of d1scuss1on argument and wrang11ng 1n mu1t1p1e arenas and-among b u:-r
* 'Zfiﬁui scores of people.~ We dognot\mean this"peaoﬁ%tively.a Rather we a:e empha-’”
- S1zang the stra1ghtforward point that noth1ng 1s s1mp1e% 0ppenhe1mer i
s T S N -n/n,ﬁ .

I

e S, B L SR ' e P . ) N N " - . C .'u_
L v R . R
R K - . . . : SR L s
R 4H1s add1t1ona1 schemes for organiz1ng theoret1ca__ggopos1tsons---.,'
D 1hventor1es of results, sequent1a1 ppopos1t1ons, ana ax1omat1c theor1es

e thave been usefuJ models ‘as: gell T e S

. o - Lot
Sy . S "T_,,‘ - - . . Lo,




’ ‘ 'l: ’ «“ ‘ . . . N ' -
. co]orfu]]y drew the same conclusion: °

"Human behavior is like, a centipede, standing on-many 1egs.
Nothing that, we do has a single determinate. (1955 p.10)

/

Perspectives on Educationa] Po]icy

The Nature df Educationai Poiicy '

1

g&ﬂ‘ In the prev1ous section, we made the point that nothing'ig simp]e,’ -

that ‘no humaﬁﬁaction has a 51ng1e determinant As we consider policy j
\'J" . )

ardd ‘policy makgﬁg in,the M11ford Schooi District,\that'point seems. part4cu-
larly relevant.ﬁ;' our narrative has demonstrated the schoo] and district .
~experienced mu]ti npressures from mu1t1p1e sources. Each source " - —

'vsought to inf1uence to some degree Milford's and Kensington S schoo]

policies. - |

(.2 ‘

MWe can organize the contending sources of influence gn educationa1

poiicy aiong the lines dere]oped by Ba11ey and Mosher (1968) Their

"‘typoiogy sets out levels of po]icy sources: 1oca1, state,§%§§ federal.
- They a1so categorize types of influence: 1egis1ative judici
‘ .

1, -adminisa-

trative, professionaT, and private interest., The reésultant chart of

rpoiicy dimen51ons neat]y presents the tang1e of antecedents described in

3

“our story. Th1S chart 1s¢presented in Figure 6 4, o ) -

,“ . ‘ . . w?

1

.Insert Figure-6.4 about here.

 This figure i11ustrates the complexity of sett1ng poiicy at Kensington.
Conf11ct fragmentation, and confusion a>e 1nherent 1n -this ama1gam of -
Orders, opinions, laws, doctrines, private interest pressures, be11efs

. and attitudes.‘ In genera], these dimen51ons of policy seem app11cab1e

I | 175 S
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JUBICIAL | LEGISLATIVE | = ADMINI- PROFE SST ONAL INTEREST
L . st STRATIVE ' ~GROUPS®
Federal : : lﬁ;r | Loca]dea .,‘ NEA | Rellglous
o or State | County: of “v| of Ed: o //
LOCAL | District *~ { Municipal a AFT \\ ac1a1
" Courts 4 Government | " Spperin-
. | ] tendent / Iextbook
w/ — / . ,
e I | Religious
o State - State | State Bd. State . A
STATE Supreme . legislature | "of~Bd, ..| Teacher . | Racial
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. jn most pub11c schoo1s that wrest]e wrth pressures generated by every-

th1ng from soc1etaﬁ issues such as sh1ft1ng popu1at1ons, urban ﬁ11ght g

4

-and a slumping economy to fads'*nvolv1ng c]oth1ng mus1c ha1r,,
L ,
. and drugs. These prob]ems and many others confront contemporary
) : / B P " o )
- educators. ' o - _ ; g ' LN

‘ N / S

{-* AR The tota]1fy of th1s p cture of. educat1ona1 po]1cy, rather than prov1d1ng

'ﬁoherent gu1de that might serve teachers and adm1n1strators 1n theip v 5

\ W

5 da11y dut1es,/presents a variety of 1mph@.at1onc for educat1ona1 dec1s1on '
A/makers. Ba11ey and :Mosher, writing of, th1s "plura11sm of educationa}

- policy mak1ng" (p. 233), found in the conf11ct of discrepant e]ements the
-

conso]at1on that no s1ng1e ent1ty can ent1re1y contro1 the proifss of

policy format1on. They write: DT S .
1y, "pluribus®
o i ' ; 4
School adm1n1strators w1th 11tt1e train1ng in the resolut1on of

In Amer1can educat1on as in the pol1cy gener'
-is the condition of a v1ab1e Munum.". (p 223)

| 7conf11ct or in the hand11ng of antagon1st1c :1 uenc1es may take. 11tt1e
heart from this observat1on. For most an array of 1mp11cat1ons may be an .
overwhe1m1ng barrier to decision makjng. For school leaders who seek
sustained change defeat may seem inev1tab1e. If o;servers and analyﬁts
are correex, the frequency and 1ntens1ty of env1ronmenta1 or contextual
turbulence affect1ng schoo]s 1s 1ncréas1ng and un11ke1y to recede

soon (Finn, 1981 Iannaccone, 1981 L1eberman, 1977 w1rt 1976)

Formu]at1ng Po]1cy

Such observat1'ns have led to numerous admon1t1ons and recommendat1ons
'v for po]1cy planner ~ Sarason (1972) warned aga1nst the naivete of 1eaders
who be]ieved the world was subJect to their man1pu1at1ons. L1ndblom (1972)

o ) yas
. V4
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nizant aiways of‘their goals. He com\ared ta1ented mudd”ens to shrewd
street fighters, not bumb]ing incompetents. Cohen, Mdrch and Oison ',; .
rbage can[s]“l- |

(1972) found the 1eaders or organizations afioat “ind

> .(/'»e

of prob]ems and options grasping at so]utions in a. 1arge1y--

éW/

| capriCious manner. In short dea]kng with the who]e of a modern :
"organization's complex environment may exceed the‘capacity of human
means. ‘ - R S .

March and ‘Simon (1958) stated-» | e

Because of the 1imits of human intel Tective capacities . ,
in comparison with the complexities of the problems that - )
individuals and organizations face,.rational behavior '

calls: for simplified models that capture the main featutes + |
of a prob]em without capturing’ a11 its comp]exities. (p. 169)

. The common tendenéy* in compiexity reduction then, is to segment the h
turpulent fieid and'dea] with a 1imited humber of constituencies.' Emery
and; Trist (1975) indicated that this predi]ection was mo t often a ma1adap-

tive response. s

" We:appear poised:OVér*the.hqrns of a di]emmaf',On one hand we
. . recognize that policy is an extremeiy comp]exfconstruct in today's

schoo]s.‘ The numbersvand strength o# groups demanding attention in
. po]icy conSiderations continue to grow. 0n the other-hand, we ¢
“ rea1ize pragmatica]]y that humans have a 1imited capacity to deal with

compiexity and 0 ten must simp]ify environmenta1 turbu]ence'before_

attempting to gene te poiiCies. ‘; “:~?, Y

A reso]ution of _H1S di1emma suggests the creation of new forms of
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i po]1cy mak1ng groups that cou]d make use of mu1t1p1e const1tuénc1es--not ‘

K

through compet1t1on ar cooptat1on, but through genulne co]]aborat1on.1 -

-

{‘ " The essence of such a decis1;h -making group would be- 1ts abff/ty to

L funct1on as a m1n1ature democracy‘\ The matr1?>or n zat1ons of several 'ff
xEuropean enterpr1ses (Emery & Tr1st 1975) or thegi;Zently fash1onab1e
.,f . | -Japanese_ahnagement models (0uch1, 1981) are work1ng examp]es of §uch | '.“T T .

new forms.u These mode]s synthes1ze our two app rent]y oppos1te truths.

’ ' hat the cbmp]ex cohcept1on of po]1cy offer strength through d1-. fff e
o vers1t )and two that effect1ve p011cy der1ves frOm a s1ng1e, strong -
V jce: B _ ;‘? h"' o Y ) '_- ': ‘.a.“ ‘N. ‘

- In our v1ew, if schoo]s such as Kens1ngton wish tji;a1] effect1ve1y
N T ‘
~through the turbulent stra1ts of pub11c schoo]1ng, th ust dare” to -
I
set creat1ve courses that reso]ve the1r debT]Ttat1ng 1ssues through the

1mp1ementat10n of new forms of pol1cy determ1nat1on. ‘ "_ “23 \ ’

\ Y

. .

‘%; i - Imp]ementlng P icy” 'f‘ R 5) S - 7"1;" _v"

< 1

»? Imp1ement1ng po]1cy is a multi- staged and complex process. The Qro-

~

‘2 cess s mujt1 staged because there are at least four d1st1nq; arenas of

' 7act1on. commun1ty, d1str1ct, schoo], and c]assroom. The process is complex
l, "

& ' ‘o s

‘because pol1cy ‘agents, whether 1nd1v1duals, Toosely knit groups, or o

~.

forma] orgaglzat1ons, must 1nteract at each stage to»1nterpret mandates
o théy receive, frrom h1gher Tevels of author1ty. They.must then formulate
, . i
b the1r own mandates and d1rect them to the lower leveTS of the

organlzatlon.- K o o o

T v » f . . v

The imp]ementation process at,thévdist;ict”level‘begins as a super--

t ‘ . ! . -

: ”
° . ‘.
Y

v . ' intendent and board of education interact to interpreffthe often. .

[

s, 197
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1 conf11ct1ng mandates that ref]ect broader state and federa1 po11c1es.'\'

"'vand opera@1ng prggkdures within each schbo] TheSe school 1eve1 po11c1es'

oA

y A
% : _ .~ . _Insert Figure 6.5:about here. = 7.

:‘ Y
&

. .

\
The resu1tﬂng forma] doctr1ne is-a super1ntendent and board statement

N .
. [N

-

#g”ﬁf .

3

. \1' > A
of concepts, structures, means, and goa]s. Th1s statement must” be con--"l

s1stent w1th the pp11c1es of higher author1t1es, but it w111 a1so ref1ect

spec1f1c goa]s deemed important by the d1str1ct 1eve1 po11cy makers. ;

¥ .
Th1s forma1 doctr1ne,\xh turn, is 1nterpreted by each pr1nc1pa1 $1th1n a.

¥ . \

“d1str1ct and turned. into a ser{es of more concretely definea gba]s, ru1es,

are termed 1nst1tut1ona1 plans. As our narrat1we emonstraﬁed ‘the f1na1
, l
1eve1 of 1nterpretat1on takes place w1thsn the c1assroom where teachers

. dec1SIons ‘and. Judgments about 1nst1tut1onaL p1ans are not ¥1way the :,b\

. A . I
v 6-5- . i ) o - ’ > . >
! a o T . . . v ’ 3
’ 3 . .

same. W1th1n the tonf1nes of school-]eve] po11c1es Ehey f1nd room to'

1

act 1n-ways.most cons1stent,w1th_the1r own bik:grounds and belﬁefs about

teachtng‘and.their‘students; This entire‘pr

-

- .
’ ) . . -

RN
. 1 : > - .t
Even th1s descr1pt1on, however be11es the co&p]exity of policy

implementat1on. Dec1s1ons at a11 1eve1s and by -each 1nd1v1dua1 and ‘groyp

'

are inf]uenced by the1r own contexts. Further, po11cy agents are‘aware’

'.of one another and that awareness spawns adaptations between them.. When

AN
po11cy agendas set by higher author ties conflict w1th const1tuent 1nter-

ests, a fundamenta] d11emma for ‘'school leaders is reated--as was ‘the

3 {

case in Kens1ngton and in M11ford The reso1ut1on W

ﬁtnesSed was

ess 1S summar1zed in F1gure

N . .
: FR -~ . : .
\. . \ . V. . [N
co 3

' s ) @

a determ1nat1on by schoo1 o$f1c1als to ‘represent 1oca1 1nterests.
N ' U '
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.In thinking about policy and its impiementation at KenSington and s

- _(\ .

\ Miiford some issues that affected the process. in this schooi and district.

. 'Weﬂ'.}ﬂ

< ically in some instances, to create schoo] environments that allow

stand ‘out.. weﬁbeiieve~they_may be important in other schoo] settings as

-

“:’])“Behind aimostnafi of the changes in district poiicy‘
’ Turked the problem of declining résources and the
deteriorating economy of the'community. n

E '2) Benographic changes in the community had an impact on
. t school and district poiicy. ) Lo

3) State and federai initiatives in education most affected
policy at the district and school level when those
agendas were congruent with iocai needs and goals.

- 4) District and school policies were. dramaticaiiy affected I

by changes in leadership. o

S 5) Individuais differed in theg;-abiiity to'impiement poiicyr

6) Kensington's organizationai identitx accrued as a resuit
- of its past policies and reputations and from the. incumbents

- of its classroom and agministrative positions. This identity.
B affected the impiementation of school policy. :
~N
7)-Indiv1duais were hired for positions at the district
. . and school level who significantly altered long-standing

policies. " New policies were short-lived if they were
discrepant-with fundamentai characteristics of the system.

The Sch001 Priﬂ%ipai as Policy Ag;nt . |
when we attempt to generaiize from our - study of Dr. Wales, we find
his image not unlike Wolcott's (1973) princ1pa1 "Ed Bell, “ior we sus-

S
pect many other e]ementary school: princ1pais throughout the country.

~ In short, they are well-intentioned: indiViduals who strive even hero-

‘.

students to learn. But their preparation for thisiendeavor is often
inadequate.’ ’
Sarason (1971) criticized one widely held assumption about

®
182
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"principai“preparedness,'that is, that successful teachers hhi] natura11y

: make successfu1 principais;' He foundlseverai disquieting fiaws in this

| 1ogic: a) being a 1eader of children does not necessari1y prepare one- “\b
Tor being a. 1eader of adults; b) teachers genera]]y work alone and are
not therefore, exper1enced at work1ng with or 1ead1ng groups of aduits
c) teachers are subJect to a school'’s tradition--a perce1ved natura]
order--and 1nstructors who are identified as "good" teachers are

usually those who have imp1icit1y accepted that tradition, d) teachgrs

are motivated to become principals because of boredom with c1assroom

' rout1nes, yearnings for higher sa1ar1es,'or a desire for more pres- )
tige and poWer. The decision to advance into administration'is.most
oftenia persona1.decision made by the teacher with 1ittie‘regard for
_whether the teacher would be a strong, effect1ve school 1eader. Districts ' )

L 4

rare]y ca11 ona teacher to become a principa], e)’ oBcause most of

the work of a teacher confines him“or her to a c1assroom, 1nteraction with

the school principal is limited. Therefore 1ittle experierce 1s

ga1ned throu§%}teaching that helps one to understand the total role

of’ the principal. Sarason conc1uded force u11y -/ N ST ‘ o
What I am suggesting is that being a teacher fbr a number of |
years may be in most instances antitRetical to being an tedu-
cationa1 leader or veh1ca1 of change. (p. 115) L 3o

Just as Sarason found teaching experience 1nsufficient preparation

‘for becoming a principa], other authors have questioned the usefu1ness of

-most“forma] un1versity training in adm1nistratiqn Hask1ns (1978), once_af

, pr1ncipa1 h1mse1f and current director of a fie1d experience program for ., = ..

j pr1nc1pa1 training at Harvé@d has worried that prob]ems begin with thz notion

-\r
that “"completion of university courses becomes tantamount to certification

-

A Y
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that the graduate is prepared to practice ina certain profe551on. He has
‘\critic1zed most university training programs for princ1pa1s claiming
they were "too eclectic and, fai]ed to provide pr1ncipais with the strong
convictions needed to carry out the job effective]y. He stated that most
programs failéd to focus on the principal but played instead to a broader
aud1ence of administrative candidates often programs attended more to the
needs of men and women whose ambitions included ‘the school super1ntendency.
. Further, he claimed that course work was most]ygtheoreticai and dealt little
with the practical needs of principals., Finally, Haskins found that
commitment to new methods and instructional strategies deveioped easi]y v
in univer51ty c1assrooms but was frequently 1ost in the actua] pub1ic
sch001 setting. He concluded:

g The. ‘principal of an e1ementary school is probab]y the most

important person responsible for_the overall tone and
quality of an elementary school, yet-our investment,in the, - ,
selection and training -of . e1ementary school pr1ncipais does
i not reflect that importance. (p. 42) '
One m1ght conclude that forma] training currently offers no guarantee for
"~ the successful training of effectir§>future principa]s. '
Mozzover the p051tion of principa] itself has been found to be frought
with problems, comp]icating_the situation furtherg. In this regard, . -
Goldhammer et al,  (1971) made the following points, The Tole of the.principal -

Y

is uncertain duetto } 1ackrof-systematic guidelines for principal behavior.i_~
f_ Eiementary school principais are the 16west.status_administrators'in )
- school systems in the Eyes of otheriadministrato?s and community residents;
They are iso]ated from their peers in other schoo]s and 1ncreasing1y '
cut out of district-ievei decision making. The view of principals as ;
A \]ine managers who work cTose]y with their teachers and are invo]ved in .
™

~
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the reso]ut1on of teacher concerns is Jeopard1zed by 1ncreas1ng1y m111tant
‘teadher Gnions and the dawn;ng of tough-m1nded negbt1at1ng over teachers

: contrﬁﬂts. Pr1nc1pals are expected to manage human relat1ons and in-
‘struction w1th1n the1r schoo]s 1n env1ronments~wh1ch are 1ncreaS1ng1y
uncerta1n tasks for wh1ch no techno]ogy has proved successful. '

- Pauly (1978) added to th1s d1scourag1ng picture as he conc]uded that,,

i

pr1nC1pals performance was: dom1nated ‘b career concerns best met by ) @.}

RN

™

working car:ful]y w1th1n ex1st1ng schoo] frameworks and by avo1d1ng _
1

changes orrinnovations. '%hrther Howes (1976), h1mse1f a pr1nc1pa], and

Wirt (1976) exam1ned the, contextua] constra1nts that 1mp1nged on even a
4

“

¢
. mot1vated pr1nc1pa1 S prerogat1ves to. gu1de a schoo]. Inc]uded 1n the1r

d1scuss1on were such factors as tax revo]ts, demands for accountab111ty,
_ racial tenj:ohw,the persona11ty and demands of an incumbent super1nten-
dent, the mood of commun1ty c1t1zens and parents regard1ng their schoo]s
'gnd change, staff drive, and teacher militancy.

In summary, the® 11terature suggests that neither teach1ng exper1ence
nor most forma] tra1n1ng in educat1ona1 adm1n1strat1on provide an ade-
quate base of know]edge from wh1ch pr1nc1pals.may act to effect1ve1y .
iead their schools. Env1ron¢enta1 1nf1uences on]y worsen the story. .

There\1s, on the other hand, a Substantial body of 11terature that. |
equates effect1ve schools with effect1ve pr1nc1pals and fran wh1ch a
: d1fffrent conclus1on can be drawn. .The §occessfu1 schoo]s 13terature
(see for examp]e Armor et a]., 1976 Brookower and Lezotte, 19775
Edmonds, 1979 Weber, -1971; Wenezky and N1nf1e1d 1979; Wynne, . 1981)

reports that pr1ncnpa1g, in fact, can pos1t1ve1y affect_their schools_'

C |
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and student'ach1evement 5 Prxnc1pa1s can‘accomp11sh th1s by a) creat1ng
2

o pos1t1ve Learnﬁng’c11mates, b) sett1ng h1gh expectat1ons for ach1evément,
L c) mon1torfhg c1assroom and student” learning, d) conversing. frequent]y

4”;‘;*‘ w1th therr teachers to fam111ar1ze themselves with. 1nstruct1onal prob]ems

b Jl

. ey

”/‘ f and the teachers needs. and}e)_prov1d1ng eva]uat1on5andg1nformat1on to-

reso1ve teach1ng problems. o r‘:‘( DR

4‘Dr.‘wa1es s ‘activities at Kensington, Viewed<fn the Tight of these .-

.\character1st1cs oﬁ>effect1ve school 1eadersh1p, becOme purposefu] They‘:<

.v;clear1y contr1buted to a quieter and more order]y c11mate for 1earq1ng

1 \ . -

-;,and prqmoted commun1tat1on-between h1mse1f and the staff These attr1butes-.

L3

" of the schoo] sett1ng ‘that resultgd from h1s “actions were necessary for f

“ the 1mproVement of the schoo1 s capac1ty for exce11ence.; As if- he were

l A )

.bu11d1ng the foundat1ons of Maslow's h1erarchy (1954), Wales seemed 1ntu1- K
't1ve]y to work at meet1ng the pr1mary nesds of h1s staff and students for ‘

f phys1olog1ca1 wel]-be1ng¢and safety. The higher order needs for self-

e

L \:u]fﬂlment cannot be sat1sf1a$d if primary. needs are not. As 1mportant

s well be1ng and safety are 1n schoo]s, however they are -not suff1c1ent

N

cond1t1ons}for exce]]ent 1nstruct1ona1 programs.

f . ' It rema1ns to be seen whether wa1es wn11 accrue the ‘experience and

. R
’! oA

Y | spec1a11zed 1n serv1ce tra1n1ng that w111 a11ow h1m to meet other

Lo~

cr1ter1a for effect]ve schoo]s.‘ His cha11enge is to move beyond the °

© ¢ job of organ1zat1ona] ma1ntenance to’ one of 1nstruct1ona1 prob]em so1v1ng
. Coe . . o

- . N N . ’ o

- : 5This™ 11terature is not w1thout 1ts own methddo]og1ca1 and con-. o
. “ ceptual flaws. See Bossert, Dwyer, Rowan, and Lee (forthcom1ng) for a . .
o~ acr1t1que and proposed research agenda. - )
’ . '.‘.;‘;
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,and inspirational Teadership.. Blumberg and Greenfield (198&) very -
. : ' . J |
‘succinctly. described this aspect of effective principals.. In their
study they found successfu] pr1nc1pals to be 1nd1v1duals who did not see

themse]ves as organlzatlonal ma1nta1ners. .

.

_ 0bv1ous]y, they had to perférm certann rout1ne adm1n1§trat1ve
¢+ . functions. - But the way they described themselves, their in-
" terests,.their joys and frustrations, shows they focused
their energy and time on other, types of. th1ngs. They were
proactive in trying to make the schools in which they worked -
a different.-place from the one they found. ... . They . . .
frequently test(ed) the boundary lines of their authority and
influence, to make the structure work. for them and: their
needs. Nhat seemed to be at issue for most of them, most of.
the time, was not "We can't do that because things aren't
done that way. " Rather, the issue appeared to be s1mp1y
»"How shou]d we go about doing it?" (p. 230)

_S1m11ar 1mages of potent pr1nc1pals emerge fer 11terature on change and :
1nnovat1on in, schoo]s (c. f. Berman et al., 1975; Mann, 1978 Rosenb]um
,_’and Jzastrab, n. d ). F1na11y, we would enter a caut1onary note._ Concepte v
such as change, 1nnovat1pn, 1mprovement or reform are at odds w1th current .
‘trends within school systems..’ Schoo] leaderefwho choose such a ro]e for .

. N\
themselves may run significant risks.

-“".':.“v"

Summary and Conclusion * .

: \
We began this volume, The Kens1ngton Schoo] Today, ‘with three

'ourposes in mind. F1rst we w1shed to v1v1d1y deecr1be -the schoo]
' and its context as we found it on our return 1n 19;5 _Second, we

hoped to compare the current.Kens1ngton w1th the conceptfon, build+ng,f -
.'facu]ty;‘and procedures that we had examined in 1964." Third,'wevwanted

to share our interbretations of'the changesuue found and to present

" their multiple and interrelated determinants in a lucid and useful manner.
o : : r .
A Y
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- At the descrjptive~1eye1,‘the most str;iing'change was the schoo]'s
return to the "old Milford type." The‘extent of the retrenchment we
found, however, was unantjcipated. We Tikened the current Kensington

to.an urban- elementary school that we had studied preViously.6 That

13

conc1u51on came as a reflectlon from one of the invest1gators who sa1d

l.

" m‘back ‘at the wash1ngton School w1th my . fr1end and col]eague W1111am
Geoffrey“ (Smith anq Geofrex, 1968). Kens1ngton s-paramount emphasis
von_control, discipline, and basic skills provided most of the data

for that conclusion. L ) o .
' L]

Interpretativeiy, the most important change in the school seemed

to lie in its current absence of visionary zeal. Kensington lost its

original organ1zat1ona1 1dent1ty over the past 15 years. Current
faculty and patrons be11eve th1s change was benefic1a1, 1n part
oecause the.school S new 1dent1ty co1nc1des mege with community “beliefs

and values regarding education. . In their minds, the s&hool pract1ces

o

what it preaches as it maintdins a cont1nued struggle for effect1veness

o~

in the best sense of:the term as conce1ved by Edmonds (1979).
As we searched for antecedents for determ1nants for reasons
in Kensington's dramat1c changes, we were 1ed to ever widening.

“circles of inquiry.” 0rder1ng the f1nd1ngs of our 1nqu1ry resulted

N .o

¥

bWe readily acknowledge that even the 1abe1 "urban school" is some-
thing of a stereotype. The nature and degree of diversity in urban
schools today seems a worthy problem for continued 1nvestigat1on and
analysis. For instance, see the accounts of "America s Schools" in
Daedalus, Summer and Fal] 1981. :

188
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inwﬁ\lo?gitudinal ne?ted systéms mode];-a'perSpeétivE that we

believe is instrﬂcthe for;educationisté wishing to understand the -

dynamicshof’schoolingi‘ n 'i oy

Kensingtbn'é organiiatiohallidentity-has changed. 'Thé brocesses .

that {éd to that changevwere hultib]e‘énd_complex; all Qere the resu]t.'

of sbciaT:interactiqn.' Pérgonal égenaaé, holicies, politics, and a host

of autochthonous events in.Kengingtqn‘s context tonflicted'or converged
. to bring abbut the Kensington we know today. The,actaés in the setting

vibweh the eveﬁts withfboth hope and désbaif.n This was the human

condition of edufétion and schooling at Kehsihgton bétween 1964 and

1979, the first 15 yeérs in the 1ife of the school. Sailing stormy

straits seems an apt'metaphor.
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